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ABSTRACT 
 
This thesis is an interpretive work which involves different protocols than ‗scientific‘ 
inquiry of the kind that Hamilton (2005, p. 288) critiques, when questions are posed 
and answers sought, as though I can simply stand outside the field of the inquiry 
without engaging in it. This is why I use storytelling because it matches the content 
of my research, writing stories about my education, upbringing and professional work 
and then soliciting further stories from my three interviewees, who like me, are also 
teachers of literatures in English who work in universities in Padang, Indonesia. I use 
the stories I solicited from them to explore deeply the ways they situate themselves 
within the multiple contexts in which they operate, their immediate institutional 
setting, the policy context that mediates this setting and the history of Indonesia as a 
postcolonial society. This is in order to answer the main question that my study asks: 
―What does it mean to be a teacher of literatures in English in a postcolonial society 
like Indonesia?‖  
 
I apply storytelling in this study as not only a way of ‗speaking back‘ to the 
hierarchical structure of power perpetuated in English (Ashcroft, Griffiths & Tiffin, 
1989; Parr, 2010) but also as a way of giving more sense of ‗home‘ to my national 
language Bahasa Indonesia (Foulcher & Day, 2002). Storytelling provides a vehicle 
for people in postcolonial societies (like me and my interviewees) to construct 
meanings and understand our experiences (Anderson, 1991). The three rounds of 
open-ended interviews that I had conducted with each of my interviewees enabled me 
to recognize how our identities have significantly been shaped by a colonial history 
   
 
  
X 
 
of Indonesia. My country was originally colonized by the Dutch and its struggle for 
independence involved unification through Bahasa Indonesia in tension with the 
minor community languages in the archipelago. Indonesia lends itself to scrutiny 
with respect to the way language affects culture and shapes national identity, 
including recognition of the intensely felt personal struggles that people experience in 
order to give meaning to their lives while grappling with a society that is indifferent 
to their fates.  
 
The conversations that I had with my interviewees prompted me to engage with our 
‗plurality of consciousness‘ (Bakhtin, 1984, p. 6) which is a means to challenge the 
‗truth‘ claims made by conventional forms of research, thus resisting how we, people 
from Asian cultures, have been constructed by the ‗West‘. Our stories are not simply 
told in response to the ‗imagined community‘ of Indonesia as it shapes the struggles 
of those who fought for independence from Dutch rule, but in conflict with the New 
Order attempts to impose an ‗official nationalism (Anderson, 1991, p. 83) on 
Indonesians at the expense of any recognition of their regional languages, dialects 
and cultures.  
 
The stories that my interviewees and I had shared with one another provide not only 
insights into how we have been or are located and shaped by the ideologies that both 
inhere within and exist outside ‗us‘ but more importantly our struggle to speak back 
on our own terms ‗consciously within and against accepted forms‘ (Miller, 1995, pp. 
25-26). Switching between English, Bahasa Indonesia and Minang and drawing on 
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the diverse cultural resources that we have at our disposal, our stories reveal our 
commitments and efforts to give meaning to our work as teachers of literatures in 
English in Padang. Rather than offering a set of conclusions, our stories remain open, 
revealing our continuous attempts to allow the young people in our care to find 
themselves- to understand who they are, who they have been and who they will 
become throughout their journeys of studying literatures in English with us. 
 
Key words:  storytelling, stories, imagined community, postcolonial society, identities, New Order, 
official nationalism, speaking back, literatures in English 
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PREAMBLE 
White form, colorful contents 
 
Every morning I ride the Ventura Bus and the Yarra Tram to my university. In this 
small rolling world I find myself immersed in a world of colors, sights and sounds 
from elsewhere: skin, eyes, hair, words, accents…languages from other places, other 
worlds. My trips to the university have in fact taught me a lot about the uniqueness 
of languages and cultures around me. English may be the official language of the 
Australian society, but on the tram and the bus, it seems to me to be mostly present 
in the form of instructions such as ‗Safety first‘, ‗No freeloading‘, ‗Please don‘t 
speak to the driver while the tram is moving‘, ‗Touch on‘ and ‗Touch off‘ and so on. 
Otherwise, a lot of things that I hear are other languages. The young girls standing 
next to me are chatting away in what sounds like Mandarin. ―Xie xie‖, one of them 
says. The man with the turban is talking over his phone in what might be Hindi and 
the two elderly ladies engrossed in a conversation and neatly dressed in black appear 
to be Greek. What about the scowling driver? I am always struck by the distinctive 
sounds, colors and features of the moving faces around me. The tram rattles along, a 
mobile site for the rough companionship between us- this motley lot from other 
parts of the world. To me, the tram is not just a vehicle that takes me to my 
destination, but also my small rolling world where I learn again and again to 
understand what it means to really ‗see‘ others, to appreciate ‗differences‘. And part 
and parcel of appreciating these cultural differences, I now treasure all the languages 
that I speak and the multiple cultural selves that I have vis-a-vis the polyglot 
environment that I had grown up in and lived with in my country. I am glad I have 
found myself in this foreign land. 
 
                                                            (Desvalini Anwar, my diary, Melbourne, 2013) 
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CHAPTER 1 
Introduction: „Finding myself in someone else‟s land‟ 
 
The starting-point of critical elaboration is the consciousness of what 
one really is, and is ‗knowing thyself‘ as a product of the historical 
process to date which has deposited in you an infinity of traces, 
without leaving an inventory. The first thing to do is to make such an 
inventory.‘ 
Antonio Gramsci, (1971/1986), Selections from the Prison Notebooks, p. 
324 
 
So much writing and research about education thrives on its claims 
to a general usefulness and a dispassionate attention to truth. It is 
claims like these which can be undermined by the detail and the 
particularity of what teachers know…It is the sense of working 
consciously within and against accepted forms that I want from 
students, something which is extremely difficult. No research 
paradigm available to teachers that I know of allows them room to 
consider how teaching matches and conflicts with other aspects of 
their lives…An autobiographical approach keeps that sense of 
difficulty alive and works to test whether the relations between 
theory and practice are understood and productive relations‘ 
Jane Miller, (1995). Trick or Treat? The Autobiography of the Question, 
English Quarterly, Vol. 27, No. 3, pp. 25-26. 
 
 
1.1.The „worldliness‟ of my story 
 
I choose to begin by offering an autobiographical narrative, constructing selected 
moments in my past in order to learn and better understand my present. This is not a 
narrowly personal focus. The autobiographical writing that I will present amounts to 
more than my personal story. It might be read as a ‗self-study‘ (Bullough & Pinnegar, 
2001; Zeichner, 1999; Loughran & Northfield, 1996) that captures the impulse 
behind my PhD study and the textual politics that I want to enact within my research. 
A crucial dimension of this interpretive study is the way that the ‗I‘ of this inquiry is 
always located in an ensemble of social, political, cultural and historical relationships 
and thus always represents a particular standpoint on the world (Said, 1979). The 
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dialogue that I present between my present and my past selves allows me to 
recognize and better understand how my identities have been shaped by Indonesia‘s 
colonial history.  
 
By writing my autobiography, I believe I can challenge the ‗truth‘ claims made by 
conventional form of research, thus resisting how the ‗West‘ constructs people from 
Asian cultures. The fact that I write in English highlights the hierarchized nature of 
the setting in which my writing has taken place. Writing in English as an 
international student on a visa, I strongly felt how this hierarchy had been imposed on 
me. As Ashcroft, Griffiths & Tiffin (1989) remark in their landmark study of 
postcolonial literature, ‗language is the medium through which a hierarchical 
structure of power is perpetuated (p. 7) imposing ‗Western‘ understandings of ‗truth‘, 
‗order‘, and ‗reality‘ that delegitimize the experience and knowledge of people in the 
‗East‘ and other regions colonized by European powers (Said, 1991). I have been 
struggling with the knowledge and power invested in the English language. But the 
story that Ashcroft and his co-authors tell is more than one of continuing oppression 
of formerly colonized people through English and globalization. Their study 
celebrates the capacity of colonized people ‗to speak back‘ to the center.   
 
My autobiographical narrative is my means to ‗speak back‘ to the ‗center‘, 
constructing representation of my experiences on my own terms. I do not submit 
myself ‗to an externalizing secondhand definition‘ (Bakhtin, 1984, p. 58). This is not 
an exercise in nostalgia but an attempt to explore my ‗standpoint within the world‘ 
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(Doecke, 2013, p. 13) which means trying to understand the reasons for thinking and 
feeling the way I do. This is an inquiry that acknowledges my position within a larger 
set of relationships (Smith, 2005). My aim is to actively give shapes to the policy and 
practice within my university instead of just responding to them submissively 
(Doecke, 2014). I do not intend to present myself as a ‗romantic hero‘ who has 
succeeded in solving all the problems that she has faced (Bullough & Pinnegar, 2001, 
p. 18).  
 
Vis-a-vis the spread of English and its privileging in the academy, I tried to cultivate 
sensitivity to other voices. My narrative is then to be read alongside the other stories 
that I have solicited from my three interviewees who, like me, also teach literatures in 
English in universities. Our stories reveal our struggles ‗to give meaning‘ to our work 
in a post-colonial society like Padang. Taken together, they reveal our attempts to 
respond to the ‗imagined community‘ of Indonesia as it had shaped the struggles of 
those who fought for Indonesia‘s independence from Dutch rule. Just as importantly, 
they show our efforts to speak back to Suharto‘s New Order and their remaining 
legacy and attempt to impose an ‗official nationalism‘ (Anderson, 1991, p. 83) on 
Indonesians at the expense of any recognition of the regional languages, dialects and 
cultures that make up our lives. 
 
The stories that my interviewees and I shared with each other reveal how each of us 
is closely bound to the historical, sociological and philosophical contexts in which 
we have grown up and lived our lives. More importantly, they provide starting 
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points for trying to understand the ways our work as teachers of literature is caught 
up in a process that challenges the universalizing pretensions of ‗the Western 
knowledge‘ (Cavarero, 2000, p. 13) – this is despite the fact that some might view us 
as having been co-opted as willing agents in globalization and the spread of English. 
This is not to say that, taken together, our stories embody some kind of ‗truth‘, as 
though they can all be collapsed together and treated as saying exactly the same 
thing. The stories that comprise this study should be read as being in dialogue with 
one another. What I mean by the word dialogue is what Parr, drawing on the work of 
Bakhtin (1981,1984) calls ‗a dynamic, unstable but ongoing interchange of ideas, 
meaning, values and cultures‘ that can ‗inhere between speakers (or within a single 
speaker), between texts (or within a single text) and between communities (or within 
a single community)‘ (2010, p. 14). 
 
Our stories are part of an ongoing dialogue, and none of them (including my own) is 
‗the last word‘ (Doecke, Anwar & Illesca, forthcoming). Nor are they victory stories, 
representing some kind of cultural identity or ‗an imagined community‘ (Anderson, 
1991) that gives meaning to our lives. Rather, my interviewees and I might be 
understood as asserting our ‗story telling rights‘ (Rosen, 1985. p. 2) as part of an 
ongoing struggle to better understand ourselves and our work for the benefit of the 
young people we teach. Our stories are vehicles for asking questions about our 
identities; about how we are located within Indonesian history and culture, and about 
how we might relocate ourselves if we are to provide our students with a meaningful 
   
 
  
6 
  
 
education. In this respect, while our stories do not provide the ‗truth‘, they give ‗a 
reason to be hopeful‘ (Turvey, Yandell, & Ali, 2012, p. 26) of a better change. 
 
Edward Said, whose masterpiece Orientalism (1979) provides an example of writing 
that arose from his personal struggle to speak back to the ‗West‘ remarks that writing 
takes place in precisely a place, a historical situation where it bears an affiliation to 
various institutions (ideological, political and cultural) (1991). Said is suggesting that 
far from being simply a reflection or representation of society, writing functions as 
‗an event‘ within the world. As an event, it ‗takes place‘ (Said, 1991), constituting an 
intervention in the social and historical conditions it represents. Said argues that 
everything we do needs to be located in a personal context that is simultaneously 
cultural and political. In his autobiography Out of Place (1999, p. xi), Said uses 
storytelling to illustrate the importance of the ‗standpoint‘ from which he conducted 
his research for Orientalism. The autobiographical aspect of his book underlines his 
claims that ‗Orientalism‘ is not a truth, but a construction imposed by the ‗West‘ in 
order to affirm its superiority over the ‗East‘. By placing his personal stories within 
the social world he had lived in as both a child and an adult, including his native 
Palestine and then America, Said is able to show his readers how his life and beliefs 
were shaped by the circumstances he lived and experienced. Said‘s understanding of 
the ‗worldliness‘ of the text conveys how personal stories are undeniably mediated 
by the conditions that produced them (Said, 1991, p. 4). Instead of showing his bias, 
Said‘s texts provide a standpoint with respect to major ideological issues then and 
now. My stories are likewise located in a particular time and place, ‗neither 
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unconditionally true nor unqualifiedly certain‘ (Said, 1993, p. 28). They are my 
attempts to articulate a standpoint that might become comprehensible, given my 
circumstances and upbringing. 
 
Gramsci‘s philosophical reflections in The Prison Notebooks (1986) have also 
confirmed to me the importance of ‗knowing thyself‘ (p. 324) as an integral part of 
my inquiry into the work of teachers of literatures in English in Padang. For Gramsci, 
the act of writing an autobiographical narrative (or what he calls writing an 
‗inventory‘) is a necessary condition for whatever inquiry one plans to take. This is in 
order to better understand the ‗conditions of our own making as human beings‘, to 
understand how we are ‗a product of the historical process‘ (Gramsci, 1986, p. 324). 
In similar vein, Jane Miller (1995) views ‗an autobiographical project‘ as an 
inescapable context for research and scholarship for teacher educators. It is thus that 
educators can address the issue of the absence of ‗their voice‘ from academic debates 
about education that is shaped by so-called scientific knowledge. Miller‘s aim is to 
rescue ‗the particularity of what teachers know‘ based on their experiences from 
traditional understandings of ‗objectivity‘, ‗validity‘ or ‗reliability‘ that fail to respect 
the irreducible character of an individual‘s experiences (Miller, 1995, p. 26). Through 
cultivating a reflexive awareness of one‘s autobiography, one becomes conscious of 
the interplay between subjectivity and objectivity, between one‘s stance as a writer or 
researcher and the social conditions that one might be investigating. This is to 
recognize that the belief systems or ideologies that shape our lives do not simply 
exist outside us but inhere within us, shaping our perceptions of the world around us. 
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To speak back to those ideologies (or, in the case of me and my interviewees, to 
grapple with the legacy of Indonesia‘s colonial past) is not simply to struggle with 
forces that are outside us, but, to work ‗consciously within and against accepted 
forms‘, in order to begin to see the world with new eyes (Miller, 1995, pp. 25-26).  
 
Inspired by these scholars, I choose to frame my study with an autobiographical 
narrative, to produce my own ‗inventory‘ (Gramsci, 1986, p. 324) in order to 
understand why I am asking the questions I am asking (Miller, 1995). My intention is 
not only to speak back to the ‗West‘, but more importantly to speak back to my own 
education and then my own work, interrogating those metanarratives that privilege 
the teaching of English Literature (the traditional English canon) and also the 
perpetuation of colonial legacy inherent in Suharto‘s ‗official nationalism‘. This is an 
inescapable starting point, not only for my research, but also for re-envisioning my 
practice as a teacher of English literature. It is true the Dutch colonial rulers have 
officially left my country, but the legacy of their rule remains. Suharto and his 
authoritarian New Order regime effectively perpetuated this legacy through their 
‗official nationalism‘ (Anderson, 1991) for thirty-two years. No wonder that despite 
seventy years of independence from the Dutch colonialism, Indonesian people are 
still grappling with a similar kind of a hierarchical society to that imposed by the 
Dutch colonizers. That is why it is often said that mental penjajah or colonial 
mentality is still ruling the nation. This ‗die-hard mentality‘ as Anggraeni (2001) puts 
it, has now been passed down from one generation to another and is now becoming 
even more visible in the challenges faced by English teachers in Indonesia in their 
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efforts to provide education for their students vis-à-vis the globalizing economic, 
social and cultural pressures that are now ‗crossing national boundaries with 
increasing ease‘ (Parr, Phan, Faine, & Seddon, 2013, p. 19). 
 
My autobiographical narrative takes the form of a series of stories told from my 
standpoint as a PhD student writing and thinking in English in an Australian 
university. Each story serves as a starting point from which to examine my work as a 
teacher of literatures in English in Padang- an inquiry into my world, into the society 
and culture that have made me. I attempted to construct representations of my own 
experiences by following Phan Le Ha‘s example, that is by attempting to 
‗acknowledge and incorporate existing norms and practices of English in both the 
content and form of my writing, but in my own voice(s)‘ (Phan, 2009, p. 137). This 
means that despite my use of this language of Western domination, I still draw on the 
diverse cultural and linguistic resources that I have at my disposal, switching between 
English, Bahasa Indonesia and Minang, and thus exploring the intersection between 
my life and the larger socio-historical changes in Padang and Indonesian society in 
general. My stories tell about my encounters with English as they occurred within the 
context of my complex and culturally diverse community. Such heteroglossia 
(Bakhtin, 1981, pp. 291-292) is the inescapable context for understanding my journey 
of ‗becoming‘- of ‗finding myself in someone else‘s land‘. 
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1.2. The autobiography of the question 
 
In the section below, I present my autobiographical narrative in an effort to critically 
reflect on what Miller (1995) has called ‗The Autobiography of the Question‘. This is 
an attempt that I make to better understand the influences that have shaped me the 
way I perceive myself as a teacher. These influences have all contributed to my sense 
of who I am and how I view the world. This is to say that my life is indeed bound up 
with those of others. Writing my autobiographical narrative, I learn more insights 
into my commitments to the young people in my care. It helps me to understand how 
I can better facilitate my students with language and learning that meet their need.  
 
1.2.1. My polyglot world 
 
Like most other Indonesian people, my mother tongue is not Bahasa Indonesia, the 
official language of my country, but Minang. It is one of the approximately six 
hundred vernaculars spoken throughout the seventeen thousand islands scattered in 
the Indonesian archipelago. What is more, the Minang that I speak is the dialect of 
Padang, which is spoken in the capital city of the West Sumatra‘s province. It is the 
dialect that exists for intergroup communication in this part of West Sumatra 
(Adnani, 1971, p. 4). Whenever my relatives from our kampung, where both my 
parents originally come from, visit us in Padang, I have to cope with another dialect 
of Minang called Dialek Payakumbuh. Each region in West Sumatra mainly consists 
of one or more kampung or village/s. In each village or sub-village a different dialect 
is spoken. Besides pronunciation, there are a lot of word choices that have the 
potential to create confusion when people from two different dialects are talking. The 
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word sering in Bahasa Indonesia, for example, which means ‗often‘, is uttered as 
acok by the Padang dialect speakers and kodok by the Payakumbuh speakers. 
Interestingly, the word kodok means ‗frog‘ to the Bahasa Indonesia speakers. 
 
Speaking Minang at home and Bahasa Indonesia at school, I am familiar with code 
switching in order to locate myself properly in the society. The multilingual nature of 
Indonesian society is reflected in the way that in West Sumatra, Bahasa Indonesia is 
mainly spoken inside the classroom. Minang language prevails outside the classroom 
and outside the school. It is interesting to note that if one attempts to speak Bahasa 
Indonesia among her/his peers outside the classroom or in informal circumstances, 
this is likely to invite criticism and even ridicule from others, unless the speaker is 
recognized as non-Minang or a new comer to the region.  
 
I should also mention that when I speak Bahasa Indonesia, I do not speak the 
‗standard‘ Bahasa Indonesia, or what we commonly refer to as Bahasa Indonesia 
baku, which is the language used in official texts such as written reports, speeches, 
research articles, text-books, and so on. The Bahasa Indonesia that I speak is the 
Jakartan Indonesian or also known as Bahasa Indonesia gaul or colloquial Bahasa 
Indonesia, which is easily marked by my use of words, emotive particles and their 
combination such as ‗gimana, engga, udah, iya dong, lho kok gitu sih?‘ and so on. 
Being used in the capital city of Indonesia by the majority of the middle class, 
Jakartan Indonesian gained its popularity through mass media, such as television and 
magazines. The use of formal Bahasa Indonesia as applied in formal written reports 
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will only make conversation sound stilted and awkward. Even when the situation is 
formal, such as in speeches and lectures, it is still possible to hear this version of 
colloquial Indonesian uttered here and there. This reflects that the nature of the 
relationship and the situation in which a conversation takes place, play a very 
important role in allowing the speakers to decide which language or dialect they must 
speak.  
 
Despite its important position as L1 in West Sumatra, there are circumstances when 
the use of Minang may cause tension. Home is very likely the most secure place 
where I can speak Minang in a care free manner. In contrast, in an educational 
institution, such as a university, the use of Minang requires considerable care. 
Sneddon (2003, p. 523) explains that ‗although teacher and students will speak to 
each other outside the classroom in L (regional language), it is not heard within the 
classroom‘ (p.523). This happens because the regional languages are never associated 
with education. As a result, one‘s ability to speak Bahasa Indonesia well is often 
viewed as a signal of her/his good education and even high status. In the context of 
my work place, for example, lecturers are generally not pleased to be approached or 
to engage in a conversation with a student who attempts to speak Minang. This will 
cause the lecturers to think that the student is being tidak sopan or disrespectful, 
ignorant or even not well educated. In such cases, lecturers typically warn the student 
to switch to Bahasa Indonesia. Questions in the Minang language such as ―Lai 
pandai babahaso Indonesia?‖ (Can you speak Bahasa Indonesia?) and ―Dima 
kampuang awak?‖ (Where is your hometown?) are often addressed in a jokingly 
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manner to the student in order to invite her/him to switch to Bahasa Indonesia. The 
student‘s failure to speak Bahasa Indonesia well is often perceived as a sign of the 
remoteness of her/his dwelling and education from the urban areas. In primary 
schools, however, the use of Minang is perfectly acceptable. The inability of the 
majority of Minang children to use Bahasa Indonesia comprehensively has resulted in 
schools being granted permission to use this vernacular as a medium of instruction 
(Fanany & Effendy, 1999). This provision not only applies to Minang pupils. The use 
of regional language or local vernacularsas a medium of instruction has been allowed 
by the national curriculum ‗during the first three years‘ of primary education 
throughout the archipelago (Nababan, 1991, p. 121). 
 
Another occasion when I am obliged to use Bahasa Indonesia is when visiting a city 
outside West Sumatra province. Due to its status as a national language, Bahasa 
Indonesia is widely understood and spoken throughout the Indonesian archipelago. 
However, this does not necessarily mean that everyone in Indonesia masters Bahasa 
Indonesia comprehensively, especially those living outside urban areas. I learnt this 
lesson when doing Kuliah Kerja Nyata (compulsory university student service) for 
one month in a remote village of Bayongbong, West Java, when I was still an 
undergraduate student at Padjadjaran University Bandung. Being passionate about 
transferring my English knowledge to the children in this village, I was completely 
unnerved when I found out that many of the local people could not speak or 
understand Bahasa Indonesia very well. Although Bahasa Indonesia was used at 
school, the use of the local dialect was unavoidable in order to participate actively in 
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the school community. The local dialect of Sundanese was the only effective means 
of communication that could bridge the gap between the local people and me. I 
struggled to communicate with others because the Sundanese dialect that I was able 
to speak was only suitable to be spoken amongst people of my age. The Sundanese 
language comprises multiple registers that require careful thought to be given as to 
whom one is speaking, including the person‘s age, social status, and gender. Instead 
of teaching English, I ended up studying the Sundanese language with the local 
people. 
 
In addition to engaging with my polyglot environment, I have always been a 
committed student of English (so it seems when I look back on my life), which in 
Indonesia has the status as a foreign language. Being a foreign language, daily 
communication in English is not required at all in most public domains in Indonesia, 
especially in Padang. The urgency to speak English in daily life certainly differs from 
one region to another throughout the country. In the capital city of Jakarta or other 
prominent provincial capitals, for example, the need for English may be more 
apparent, since many white-collar jobs in private or foreign companies require 
English mastery. Interestingly, although many positions in the government offices do 
not require English ability, an English language test is almost always included in 
recruiting new employees. Similarly, in the highly competitive national university 
entrance test called Seleksi Nasional Masuk Perguruan Tinggi Negeri or famously 
spelled out as SNMPTN, English language has long been treated as one of the main 
subjects tested, whatever the disciplinary area in which an applicant might wish to 
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study. A mastery of English is a golden ticket to secure a place in one of the 
Indonesian prestigious state universities and later within the Indonesian job market. 
The status of English in this case can be explained as closely bound up with 
economic developments.  
 
As a lecturer of English, I only use English when I am teaching my students. With 
my fellow teachers, I speak Minang. We usually only switch to English when we 
want to place emphasis on certain matters, ideas or feelings because as English 
teachers we understand and feel that they are best expressed in English. The use of 
English to communicate among students and between students and teachers outside 
the classroom is of course encouraged in an attempt to familiarize our students with 
this foreign language that they will not find spoken outside the campus. But no matter 
how hard we try to practice what we preach and to obey this rule together, we break 
it together, too. As our conversation goes deeper, the use of Bahasa Indonesia is 
unavoidable. Bahasa Indonesia in this case is felt to be the most appropriate and 
therefore the most effective means of communication between a teacher and a 
student. And of course, the Minang language mediates our conversation here and 
there. English is usually spoken only for opening our conversation. Students usually 
know very well that their use of English would impress their teachers in the first 
place.   
 
One‘s attempt and ability to speak English on public occasions such as in seminars or 
international conferences or in informal conversation with foreign companions will 
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certainly create a good impression. However, it must be remembered that persistence 
in speaking English may also invite criticism. Sok kebarat-baratan (being 
westernised) and sombong (arrogant) are usually the most common jibes thrown at 
someone who is parading her/his knowledge of English. The use of English can 
sometimes be considered to be both inappropriate and unresponsive to local customs. 
The Minang‘s proverb Dima bumi dipijak, di sinan langik dijunjuang, which literally 
means ‗where one stands on (the land), that is where one should hold up the sky 
(above)‘, is often used to remind Minang people to comply with their local customs.  
 
Growing up in Padang, where daily norms are shaped by a strong blend of Islamic 
and Minangkabau values, I acknowledge the Minang proverb adat basandi syarak, 
syarak basandi kitabullah, which means that to be a Minang, is to be a Muslim and to 
use the Quran as the foundation for my life practices. I studied to read the Quran 
long before I studied English formally at school. But this does not mean that I can 
speak Arabic. To make our prayers in Arabic become meaningful, we learned the 
meanings of what we recite from their translation in Bahasa Indonesia. It was my 
parents who first introduced me to the Quran and the memorization of the short 
surahs to be recited in my daily compulsory prayers we call Shalat, five times a day 
to keep me connected with my God, Allah SWT, the Almighty, the Most Gracious 
and the Most Merciful. Shalat is the backbone of being a Muslim. My days are 
always punctuated by the sound of the five-daily calls to pray that are sent out over 
the loudspeaker of the mosques surrounding our neighborhood. To give meaning to 
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every single activity that I do so that they will become acts of worship, I always start 
with a prayer in Arabic Bismillaahir- 
rahmaanirrahiim  (In the Name of Allah, The Most Gracious  and  The Most  
 
Merciful). And close them with نْيِمَلاَعْلا ِّبَر ِ هللَّ ُدْمَحْلا  Alhamdulillaahi-
rabbilaalamiin (All praises and thanks are Allah‘s, the Lord of the ‗Alamin‘ 
[mankind, jinn and all that exist]). In addition to these daily rituals, as a child I also 
attended the madrasah located near our house, three times a week to learn to read the 
Quran after or before school. There was also time during my childhood when an 
ustad or guru mengaji would come to our house in the evenings, to teach me and my 
brothers to read the Quran, memorize more surahs and to tell us stories of the 
prophet Muhammad SAW and his companions. I received this informal mentoring 
until I finished my high school.  
 
1.2.2 Early encounters with English 
 
It was my father whom I call Papa who mostly shaped my early appreciation of the 
English language. This was a result of his journey to Germany in 1975 when his 
office granted him a scholarship to do non-degree training for one year. I was still 
five years old. Going overseas to a western world with a scholarship was both a 
privilege as well as an honor. The son of ordinary farmers from a region so remote 
from the boisterous city life of Padang city, my father was very fortunate to have the 
opportunity to continue his education up to tertiary level and then to get a job at a 
bank. This was the fruit of his parents‘ hard work and my father‘s commitment to 
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education. My Mama was also the daughter of ordinary peasants, from the same 
village as my father. She was almost able to complete her tertiary education. But due 
to financial hardship, she had to give up her dream. 
 
During my father‘s absence in Germany, he sent us pictures in the many letters he 
wrote to us. We did not have a telephone then. This is how I became acquainted with 
the names of German cities like Bonn, Dortmund, Saarbrucken and Bremen and the 
strange sounding names of food like Wienerschnitzel. In place of his letters, he also 
had the habit of sending us cassettes in which he recorded his experiences of living in 
Germany. Although we spoke Minang at home, in his recording, my father would 
speak Bahasa Indonesia with a mixture of Minang here and there. And of course he 
would not forget to show off his German and the English to which he had also been 
exposed. At the end of each of his recordings my father would usually ask what sorts 
of presents we wanted him to bring home when his stay was over: ―Eva dan Aan mau 
Papa bawakan oleh-oleh apa nanti?‖ No wonder I became fond of listening again 
and again to his cassettes. In his tales from afar, my father took me wandering to the 
countries he had the opportunity to visit while he was in Germany, such as France, 
the Netherlands, Belgium, Sweden and Switzerland. He even took me to England 
when he visited London. His pictures standing in front of the famous Big Ben in 
Westminster with one of his hands on his waist, which he used to call ‗the piss pot 
pose‘, are still vivid in my memory. Paradoxically, we also have a Big Ben, which we 
call Jam Gadang in Bukitinggi, one of our most famous tourism cities in West 
Sumatra. This big tall clock was built during the Dutch colonial era as a gift from the 
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Dutch queen to the city secretary Rook Maker. Since then it has been the icon of the 
city. 
 
My father said that his mastery of the English language was the key to his survival in 
all the foreign countries he visited in Europe. My memory tells me that this was the 
starting point when I became mesmerized by the English language, and interestingly, 
not by German, and not even by Dutch, the language of the colonizers that occupied 
my country for more than three centuries. When he returned from Germany, my 
father became fond of teaching me English. He was always keen for me to recite the 
new English vocabulary that he taught me.  
 
When I reached Year Five, I begged my parents to enroll me in one of those English 
courses in our city. This was 1981, and English language training businesses were 
springing up like mushrooms after a rainstorm. This was the era when the 
enforcement of English language instruction was very much felt within the 
Indonesian society, particularly within the Indonesian educational system, from 
primary to tertiary levels, making English classrooms in Indonesia become what 
Pennycook (1994, p. 168) calls ‗a site of cultural politics‘. Many young people in 
Indonesia had heard the call for globalization. Parents were so hopeful and proud if 
their children could speak this foreign language. Brochures and pamphlets from 
private English courses arrived at everyone‘s doorsteps, assuring parents that 
enabling their children to learn English meant a great investment for the future. Like 
other parents, my mother and father felt obliged to respond to this call. 
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The way I was encouraged to learn English by both my parents and my teachers 
aroused my curiosity to become acquainted with native speakers of English. Padang 
is, however, not like Bali. We rarely see foreigners in our city. How could I make my 
dream possible as a little child?  Eventually my dream was answered. One day I 
found out that a new bule family had just moved into a house across from ours. 
Indonesian people usually call any foreigners that look western bule, which conjures 
up an image of westerners with blonde hair, blue or green eyes, and fair skin, who 
speak a language that is completely strange to us, no matter where they come from. 
The term is actually not racist in character. However, not all western foreigners feel 
comfortable about being called bule. Only those who have immersed themselves in 
the local community can understand and cope with this word, and some even use it 
themselves to refer to any western looking people they are talking about.  
 
My plan was set up then, my very own plan. When I revealed it to my friends, none 
seemed to share my curiosity. So I carried out the project by myself. The initial stage 
was to lay a ladder against the wall of this foreigner‘s house in order to help me 
unpack the mysterious life behind the white thick high wall. I do not remember how 
many times I climbed up the wall and was caught peeping. It had become a ritual 
after school. I was conquered by my curiosity. It would make me happy just seeing 
the glimpses of this bule family, walking bolak-balik bolak-balik, back and forth 
inside their house. Once in a while, among the many frowns shown to me by the bule 
parents, I was rewarded with one or two smiles from their little children, who upon 
yelling, ―Look Mommy!‖ pointed their finger at me. I wanted them to call me to 
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come to their house. My mission was to be friends with them. I wondered why they 
were not interested in me in the way that I was very much interested in them. But I 
was too young to think why this bule family did not seem to want to mingle with us, 
their Indonesian neighbors, while their life was actually surrounded by us. Until one 
day, my peeping ritual received a response. The Indonesian maid of the family called 
me to come, ―Ayo ke sini!‖ I was thrilled, nervous, as well as proud. I felt that my 
efforts had paid off!  
 
But once I entered the house, I caught this ‗foreign smell‘. It was so strange yet so 
tempting that I fell speechless. All the English phrases and words that my father had 
taught me did not function on that day. I only stayed a few minutes in the house. I did 
meet the landlady and the landlord but no conversation happened. All I remember is 
their forced smile. Only after I grew much older, did I realize that the invitation to 
enter the house must have been set up by the owners in order to satisfy my curiosity, 
because after that brief visit, I ceased the ritual of looking over that big white wall. 
The visit to the house still left a special memory in my heart of this strange ‗white 
world‘. I can still recall the smell, the look, the atmosphere inside the house; even the 
look of the ladder I used to climb to look over the wall is still so vivid in my mind. 
The experience aroused an even bigger determination in me to master the English 
language. 
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1.2.3. Engaging with formal English education 
 
I started my formal English education when I entered Junior High School or Sekolah 
Menengah Pertama, which is spelled out in Indonesia as SMP (equivalent to year 7-
9). My English education was filled with phonics instruction and the explicit teaching 
of grammar. Learning English meant memorizing rumus tensis or tense formulae and 
parroting vocabulary after our teacher. Parroting and memorization were common 
practices with most of the subjects I learned at school. Even in the subject Olah Raga 
or Physical Education, I found that I had spent more time memorizing the rules 
applied in sports than actually playing them. Exhortations from my teachers like 
―These are examples of the questions for exams‖, or ―Leave those topics, they will 
not be asked in exams!‖ are still very vivid in my memory. The kisi-kisi ujian, the 
official guide to study for the exams, was central to our lives as students. We were 
assured that if we could answer the questions in the kisi-kisi ujian well, we would 
likely pass. So our education was aimed at studying to pass examination. 
 
All subjects, including English, were taught with the examination in mind. Every 
English lesson in my class centered on one of the conjugation of verbs. On a piece of 
a karton paper, I would neatly craft the tenses in tables, starting from ‗Present 
Continuous Tense‘ to the most sophisticated ‗Past Perfect Tense‘. Wanting to get all 
these formulas to stay in my head, I glued the karton paper on my bedroom wall. 
Every morning I woke up, these formulas would be the first things I saw. Before 
going to bed, I would read them again. I became fond of memorizing irregular verbs 
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in English. I liked to chant the verbs into a triple waltz-like rhythm: ―sing-sang-
sung/ring-rang-rung/bring-brought-brought/buy-bought-bought/catch-caught-caught/ 
teach-taught-taught‖.I learned this foreign language with passion and joy, even 
though a lot of my friends said that it was difficult and boring. 
 
1.2.4. Going „West‟ 
 
I entered Senior High School or Sekolah Menengah Umum or SMU (at what is the 
equivalent to Year 10-12 in Australia) in 1987. To improve my English, I joined an 
extracurricular activity in my school called English Club. It felt so good to be 
together with people whose interest was the same with mine. Under the mentor of our 
senior fellow students, we practiced debating and delivering speeches in English 
every Sunday morning. In 1989, my love affair with English finally resulted in an 
opportunity to live and study overseas for one year as an exchange student. To win 
this scholarship, I had to compete with hundreds of other student competitors in West 
Sumatra. I was seventeen when I first stepped into a world that not only spoke a very 
different language to mine but also behaved differently. I was to live with a bule 
family who would treat me during my stay as their family member. I addressed my 
host parents as Mum and Dad. Having three white sisters, I was aware of the new 
identity that I had assumed in being a host daughter in a white family. Looking back 
to my peeking over the high white wall ritual, I realized that my old simple childhood 
dream to get acquainted with bule was finally answered, even beyond the dreams I 
had nurtured. Alhamdulillah-hirrabbil-„Aalamiin! 
 
   
 
  
24 
  
 
I began to learn to adopt, adapt, absorb, refuse as well as negotiate my way in this 
new world. I learned to cope with abundant contrasts. Cultural shock hit me, 
especially during the first months of my stay. Already in the first week of my stay, as 
I was chatting with my youngest host sister, I was shocked to know that my host 
family, with whom I was going to spend the rest of my year, was not attached to any 
religion or belief. As Christmas was approaching, I was curious to know whether the 
family was going to go to the church to worship to celebrate Christmas. I wanted to 
tell them that I would not be able to participate in this ritual. My sister answered, 
―Yes, we are celebrating Christmas but we are not going to go to the church. We 
don‘t have any religion‖. It was as though I had been hit by a thunderstorm in the 
middle of a bright sunny day! I was very troubled and distressed. I ran into my 
bedroom and quickly searched the form that contained details of my host family, 
which had been sent to me before my departure. In the column ‗religion‘ I read the 
statement Nil. I remember having read this information at home, but at the time I 
thought that this word might have something to do with the Nile River or a particular 
belief or something else. I had no context for this word and hence paid no attention to 
it. I was too excited to go. I used to think that disbelief in the existence of God would 
only occur in communist countries. At least that is how my formal education had 
shaped my knowledge. As a Muslim who firmly believes in the existence of God and 
as a young person from a country which places the belief in God as the first principle 
in becoming a citizen of the nation, this fact was difficult for me to process, and it 
took me a while to accept it.  
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Yet it also has to be said that I shocked people, too. My friends at school did not 
believe that I prayed at least five times a day. ―Too many‖, they said. Or that I did not 
eat pork and drink alcohol and ate only halal food, and that I had to fast during the 
month of Ramadhan. Once, my host Dad even thought about contacting the 
Indonesian embassy to ask whether I could be given permission to limit my fasting 
and perhaps be allowed to drink. He was planning to take me bush walking and could 
not see how I could survive without water. Jokingly, I said to him ―You must contact 
my God, Dad! Not the embassy!‖ I assured him that I would be fine, as I had started 
fasting since I was very young. I was grateful for the great tolerance, understanding 
love and care my host family showed towards me. I did my best to cope well with the 
new values around me. I was fully aware of remaining true to my own values as a 
Muslim and an Indonesian. But this did not prompt me to view the dichotomies 
between Muslim and non-Muslim a problem. Instead, I viewed them as ‗different‘ 
and ‗complementary‘ (Phan, 2008, p. 191).   
 
My stay in New Zealand is not only memorable because of my encounter with the 
New Zealand white people or the Pakeha but also with people from other 
nationalities. During our pre-departure orientation camp, I was truly overwhelmed 
when I met around another one hundred and twenty exchange students from twenty-
two different countries in the world. My ears and eyes were precisely alert detecting 
the specificities around me. It was a revelation to me to think that there were so many 
different types of whites, browns and blacks, and also different kinds of ‗Englishes‘ 
being spoken by different nationalities. As a lingua franca, English existed at the 
   
 
  
26 
  
 
interface with the many languages and cultures that we each brought with us, 
sounding differently, meaning differently. English was obviously playing an 
important role in bridging the differences between us, but this did not mean that we 
were completely able to transcend a sense of otherness. Instead of sounding and 
meaning the same, our use of English enhanced a sense of our uniqueness, a sense of 
the specific cultures and languages from which we came- a sense of our home. 
 
This reminds me of the role that my national language Bahasa Indonesia plays as a 
vehicle of communication between Indonesian multilingual communities. Although 
we Indonesians from Sabang to Merauke learn how to speak Bahasa Indonesia 
‗correctly‘ through our formal education, when we gather together and speak Bahasa 
Indonesia, we cannot but reflect our strong attachment to our places of origin or our 
kampung through our accents and our use of colloquial expressions and figurative 
language in our mother tongue that do not easily lend themselves to translation in 
Bahasa Indonesia. In other words, our use of Bahasa Indonesia paradoxically 
heightens our awareness and sense of belonging with our kampung, not just to the 
‗imagined community‘ of Indonesia. This illustrates how language exists ‗on the 
borderline between oneself and the other‘ (Bakhtin, 1987, p. 293). Those moments of 
‗self-consciousness‘ bring me closer to understanding how ‗the word in language is 
half someone else‘s‘ (Bakhtin, 1987, p. 293), echoing backgrounds and histories 
larger beyond anyone‘s immediate situation. This is what actually makes our cross-
cultural dialogue richer and more interesting. When I was in New Zealand, I began to 
see my own land through different eyes. 
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As I was walking or biking my way to and from school in New Zealand, I was aware 
of the secret glances and stares being thrown at me because of the jilbab or hijab I 
was wearing. I strongly felt a sense of being ‗the other‘. I was known in my 
neighborhood as ‗the little girl with the scarf‘. I think my visibility in this respect was 
also one of the reasons why people often invited me to talk about my life and my 
country. This was late 1980‘s, when jilbab was not as popular as it is today in 
Indonesia and other places in the world. Suharto and his New Order regime once 
viewed it as a topic for debate. Stories of female students and workers being 
dismissed from their school and job because of their jilbab were being reported in the 
mass media, and such incidents provoked divergent responses amongst Indonesians. 
But as much as I enjoyed sharing stories about the cultural diversity of Indonesia and 
my polyglot life with my New Zealand audiences, it was actually in New Zealand 
that I began to be conscious of a great paradox at the heart of Indonesia.  
 
Indonesians were bombarded every day with calls to maintain Indonesian cultural 
diversity under the national motto Bhineka Tunggal Ika (Although in pieces, yet one) 
and the official philosophical foundation of the Indonesian state, namely Pancasila 
meaning five principles. Yet Suharto under his New Order‘s regime officially banned 
any upfront and open discussions of the differences that made up our lives. Any 
topics regarding SARA or Suku, Agama, Ras, dan Antar Golongan (Ethnicity, 
Religion, Race and Inter-groups) became taboo. Suharto‘s SARA doctrine was full of 
ironies as it was actually in conflict with Indonesian heterogeneity (Budiman, 2011, 
p. 39). Parker (2003, p. 246) views the SARA doctrine as Suharto‘s attempt to 
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maintain order and security in order to shore up his power, rather than to explore or 
understand the differences that make up the Indonesian communities. The jargon 
―SShh SARA!‖ still echoes in my memory when our teacher or we reminded ourselves 
not to continue with our talk because we were afraid of the possibility that it would 
be heard by the New Order‘s espionage who would snatch us and make us disappear 
without a trace. Phenomena such as orang hilang or missing people were common 
during that time and are still vivid in my memory. 
  
1.2.5. Reading English Literature 
 
At my school Waiopehu College I started my very first contact with literature 
learning. Although I had come across the term kesusasteraan or ‗literature‘ when 
studying Bahasa Indonesia during my earlier schooling, I had never been required to 
engage with any literary works at school the way I was made to read, understand and 
appreciate The Secret Diary of Adrian Mole Aged 13 ¾ by Sue Townsend at my New 
Zealand secondary school. The text is a comic account of the life of a male 
adolescent, chronicling his worries and anxieties in the form of diary entries. This 
was the first novel that I had ever been required to read as a school assignment in my 
life. And it was in English! I remembered memorizing a few poems that had to be 
recited in front of my class in Indonesia. The better we memorized the lines of the 
poem, the better our teacher would score us. But that was all. As for longer works 
like novels and plays, we were supplied with lists of the names of authors and the 
titles of their works, but we were not actually required to read them. Usually we 
   
 
  
29 
  
 
would listen to our teacher retelling us the summary of the stories while taking notes 
about them.  
 
My experience of studying literature in Bahasa Indonesia suggests to me that the 
education system in Indonesia is not geared towards building a reading habit. 
Drawing from the results of comparative research conducted by Taufik Ismail, one of 
Indonesian leading writers and a veteran poet, on whether schooling in Indonesia 
nurtures a reading habit amongst students, Fitri & Setiawan (2008) show that students 
read only about zero to one book per year. They argue that only one person out of 
one thousand people shows any enthusiasm for reading. The under-development of a 
reading culture and the lack of appreciation for literary works put Indonesia at the 
bottom list in comparison with its neighboring countries, not to mention countries in 
the West. Ismail actually calls this phenomenon Tragedi Nol Buku or the Zero Books 
Tragedy, referring to Indonesian youngsters as Generasi Nol Baca or Zero Reading 
Generation (Fitri & Setiawan, 2008). This characterization for the younger generation 
is in fact still very relevant to the current state of education in Indonesia.  
 
My efforts to understand ‗Adrian Mole‘ meant dealing with multiple challenges. My 
reading was of course mediated heavily by my use of my Indonesian/English 
dictionary. I cherished all the new vocabulary and expressions that I learned. The fact 
that I read in a foreign language did not hinder me from being struck by the interplay 
between words and meanings in the novel. The words I looked up were not just new 
vocabulary to me, but a key to opening my new world. In addition to my solitary 
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efforts to understand the novel with the help of my bi-lingual dictionary, I also 
needed to get used to the culture of teaching and learning in my class. Every lesson 
involved exchanging our thoughts about the novel through class discussion. Instead 
of a lecture-type class of the kind I was used to back home, our teacher required us to 
share our responses to the novel. This task was challenging for me, as I was not used 
to being given the privilege to speak and share my ideas. Often I would spend time 
working up my courage to speak, trying to think of the right words to express my 
understanding, only to find that my friends had raced ahead of me – they were so 
spontaneous and assertive in expressing their ideas. None seemed to appear to be 
afraid of making mistakes or giving incorrect responses. Although I had tried hard to 
develop my understanding of the novel, I felt that I was still found myself ‗outside‘ 
the English language. I could not match the rich responsiveness and the lively 
exchanges of my friends. It surprised me to learn that my friends also talked a lot 
more than my teacher, not to mention that my English teacher was a very memorable 
individual, always appearing in her Gothic-like appearance, including black hair, 
black lipstick, black eyeliner and black fingernail polish.  
 
1.2.6. Science versus Language 
 
When I returned home from New Zealand in 1990, I entered Year 11. Prior to 
commencing Year 11, all students at my school had to take the IQ Test that would 
supposedly place us in the right stream. My desire was to be placed in the Language 
stream or Jurusan Bahasa, which would allow me to study English eight hours a 
week, as well as learning other foreign languages like Arabic, German and French. 
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But the result of my IQ test showed that I reached the standard set for the Biology 
stream. Therefore, I was recommended to join the Biology stream. I resisted this 
decision, only to be mildly rebuked by my teachers who said that they had placed me 
in the Biology stream instead of the Language stream because they were concerned 
about my future. The stream I longed to be in had always been viewed negatively as a 
stream for ‗lousy students‘. My recollections of the way I survived the remaining two 
years of my high school are a complete nightmare. I was no longer motivated to do 
my best in class. I hated almost every minute of my school days, especially when my 
English teacher was absent. In contrast, my friends would usually cherish those 
moments because this would mean that they could have time to do their unfinished 
Biology, Math, Physics, and Chemistry homework. All of our teachers had the habit 
of requiring us to work on hundreds of problems for homework, though they rarely 
gave us any feedback. In addition, many of my friends loathed studying English at 
school. Their laughter was my pain!  
 
In fact, my friends did realize that learning English was important for them, but they 
felt that it could be done after school hours. There were many English courses 
available in Padang city, where one was always encountering pamphlets filled with 
more promises about the possibilities opened up by English: ‗Reach the best future 
with English!‘, ‗Reach your dream with English!, ‗English, pathway to great 
success!‘, ‗Better English, better job!‘, and so on. Getting a better job has usually 
been the biggest motive behind people‘s efforts to enroll in such English courses. 
Students often didn‘t engage much with English taught at school, as it tends to focus 
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on grammar only and not on building communicative competence. Whatever the total 
score I received for my final exam before leaving high school, it was such a great 
relief that I was finally in a position to leave my secondary education behind me.  
 
1.2.7. Engaging with the western canon 
 
It was a breathtaking moment when I saw my name on the list of those who had 
passed the Indonesian national university entrance test to study at the English 
Department of Padjadjaran University in Bandung, one of the most prestigious 
universities in my country. I viewed my tertiary education in English as an 
opportunity to put the disappointment of my secondary education behind me. 
However, although my thirst for English was never quenched, I soon experienced 
disappointment of a different kind. During my first semester, I was required to take a 
class called History of English Literature I, in which my friends and I were exposed 
to the history of English literature. We were instructed to memorize lists of titles of 
literary works produced from the period of Old English Literature (from the epic 
poem Beowulf) to the 19
th
 century literature, along with the names of the authors and 
the years of their publication. We were always very nervous to face quizzes and 
exams as it took a lot of pain to memorize the exam materials for this subject. It was 
very difficult to make sense of ‗names‘ that were so distant from our everyday life 
contexts. From my present standpoint, I am conscious of the ‗ideological work‘ such 
a curriculum and pedagogy was performing (Yandell, 2011, p. 215-216), as the main 
thing that seemed to be required of us was to bow down before the ‗greatness‘ of 
English literature.  
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The name William Shakespeare and the titles of his masterpieces were introduced to 
us during our sophomore years. According to our lecturers, he was ‗the greatest‘ 
writer who ever lived. My friends and I strove to have the prestige of having a 
collection of his plays on our bookshelves, even though we were never required to 
read the original texts. Our lecturers used to tell us that Shakespeare‘s works were too 
difficult for us to understand. So we just learned most of them from the stories that 
our lecturer told to us in Bahasa Indonesia. We dutifully noted down the details of 
each story, memorized them and retold them when the exams came. My English 
education was then very much shaped by the colonial legacy, which supposed that 
the greatness of the Western canon was a given.  
 
Despite my interest in literature, I felt that something was missing in the ways we 
were taught to make meanings out of the many set texts required of us to read in our 
classrooms such as The Lord of the Flies, The Sandcastle, To Kill a Mockingbird, The 
Great Gatsby, The Sandcastle, Sister Carrie and so on. The traditional way of 
inquiring about the characterization, plot, style, point of view, and theme that 
governed our reading did not provide us with the opportunities to develop an 
awareness of how meaning was constructed throughout engagement with the texts, 
exploring the relationship between the worlds of our experience and the texts we 
read. In other words, there was very little opportunity provided for my peers and me 
to discuss the ‗truth‘ of the text-that it was not a given.  
 
   
 
  
34 
  
 
I chose to analyze Shakespeare‘s Titus Andronicus along with two other plays, 
namely The Jew of Malta by Christopher Marlowe and The Duchess of Malfi by John 
Webster for my undergraduate thesis as a requirement for graduation. My decision to 
work on these gory plays was actually not determined by my curiosity about them but 
more by the rule of my English Department, namely that our selection of literary 
texts had to fit the category of the great works of English literature. Contemporary 
literature was still seen as a lesser literature, and thus not appropriate to be brought 
before the examination panel.  
 
1.2.8. Lessons from my professional life 
 
My decision to return to my hometown and let go the offer to become a dosen in my 
alma mater was driven mostly by my respect and love for both my parents and our 
Minang tradition. To return to my homeland meant being reunited with both my 
parents. One of the ways I believe I can enter Jannah in the hereafter is to take care 
of my parents, especially during their old age. Being the only daughter between my 
two brothers, I felt the need to respond to the call to return to my kampung. In our 
Minang matrilineal tradition, parents‘ property and land are to be passed down to the 
female daughter(s) in the family. While this does not necessarily literally mean that I 
must return home to my kampung, regardless any of the circumstances, the tradition 
meant that I felt responsible for nurturing a sense of belonging to our kampung and 
even more importantly for securing this place that we can call ‗our home‘. I felt that 
my returning home would help preserve our attachment to our kampung. By living in 
Padang, I continue the tradition of always providing my brothers, their families and 
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my relatives a place they will always be able to call their home, too. Whatever else 
happens in their lives, they will always be able to return and stay again in their 
kampung. 
 
So I started my teaching career as a novice teacher of English at the State University 
of Padang in 1998. This was only three months before Suharto was forced to give up 
his thirty-two years as the president of Indonesia. My teaching journey as a novice 
teacher of English thus happened at the time when my nation was at the peak of its 
turmoil. The strong demands to end Suharto‘s authoritarian rule intersected with calls 
for democracy in all aspects of life. When Suharto officially resigned, Indonesia is 
said to have stepped into a new era called Era Reformasi or Reform Era which was 
meant to redefine and to re-imagine the nation. But this does not mean that the 
remnants of Suharto‘s New Order legacy instantly disappeared. 
 
My early experiences of teaching the literary subjects in our Prodi Sastra Inggris or 
the English Literature program can be taken as an example of how my efforts to teach 
were still governed by my willingness to comply with the existing curriculum in my 
English Department. Although I knew that I had the authority to design my own 
syllabi as a dosen or a lecturer, I decided to play safe, ‗upholding the status quo and 
perpetuating an exclusionary education‘, to borrow the words of Miller (2009, p. 1). I 
felt both happy and relieved because of my familiarity with the works in the syllabi 
that my senior colleagues had offered or passed down to me. However, instead of 
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playing safe, I found myself faced with a lot of challenges and constraints during my 
teaching.  
 
During informal conversations with my fellow literature lecturers, we often shared 
our complaints of how frustrating it was to teach English Literature to our students 
who lacked interest in reading and/or who are bored or indifferent to what we had to 
offer them. No matter how hard we thought we had tried to promote the content of 
the literary works we brought into our classrooms, our students more than likely 
remained reluctant readers. We even labeled particular classes or students with the 
term lima watt (five watts) meaning ‗lousy students‘ -- a selfish attitude which I later 
regretted. To me, the label is now more a confirmation of my inability and frustration 
to deal with my own teaching.  
 
Instead of facilitating meaningful discussion about the texts chosen for study in my 
classrooms, I found that I often ended up being the one who did most of the talking. 
There were a lot of moments of silence when I asked my students to express their 
views about the text they had read. Even after allowing them to use Bahasa 
Indonesian so that they could articulate their thoughts and feelings in a language that 
was closer to them, I found that there was still hesitancy in their voices. They did not 
appear happy or enthusiastic. It was obvious that they did not finish reading the texts 
I had assigned them with any degree of comfort or understanding. Some did not even 
try to read the text.  
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The mismatch between the aim that I wanted to achieve in my class and the result 
that I accomplished prompted me to revisit the syllabi that I had used for almost three 
years. Nearly all the texts that I had chosen to teach and the ways I had taught them 
were similar to those that I myself had experienced as an undergraduate student, 
namely the traditional western canon. I found myself grappling with some very big 
questions: What does it mean to be a teacher of English Literature in Padang? What 
is English Literature? Why do I place so much value on the teaching of the traditional 
English canon? If, as an undergraduate student I had found the traditional English 
canon alien and difficult, what was I doing in requiring my students to study the same 
texts? Could these texts ever ring true to them? Should I change the way I teach the 
canon or should I just delete it from my syllabus? How should I teach the texts 
chosen for study? Should I allow alternative forms of inquiry? What could these be? 
If I were to change the texts, where could I find alternatives? 
 
Through reflecting on my own teaching, I realized that I had actually reduplicated 
within my class the colonial legacy that I had once experienced as an undergraduate 
student. I was not teaching my students to read the text against the grain, but with the 
grain. Although literary works depict particular people and places, their canonical 
status means that they supposedly present a universal representation of human 
experience. I might have been successful in convincing my students of the beauty and 
the power of language in conveying meanings about human beings, but unfortunately 
I had failed to stimulate and develop their critical awareness of their own uniqueness 
as Indonesians whose lives in fundamental respects were not the same as those of the 
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characters in the novels they were reading. They were postcolonial subjects who were 
non-whites. But what I was doing was suppressing any opportunity to recognize and 
affirm these differences.  
 
One of my senior colleagues from the non-literature program told me one day that it 
was better just to read the holy Quran than those English literatures, that such texts 
were buang-buang waktu dan tenaga saja (a waste of time and energy). This did not 
necessarily mean that he despised Shakespeare or the other texts that I was teaching, 
but that English literature was embedded with western values that derived from 
Christian beliefs, and should thus be deemed inferior to the Quran. This only 
reinforced my sense of inculcating into my students an inferior image of themselves 
and of perpetuating a colonial attitude. I was denying the diversity of the cultures that 
they experienced in their everyday lives. I needed to do something to address this. 
 
In my dilemma, I was offered a scholarship to do my Master‘s degree. I embraced it 
heartily. I wanted to find ways of thinking and acting that challenged the colonial 
legacy in which I had been operating. I left my hometown Padang bringing all of 
these questions with me. 
 
1.3. Teaching English Literature in Indonesia: an overview 
 
My polyglot upbringing, as well as the educational and professional work that I have 
performed within a complex and culturally diverse society like Indonesia, give rise to 
a positive perspective on the episodes from my life that I have just narrated. The 
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answer to the questions that I have just posed about the need to move beyond my 
complicity in perpetuating a colonial legacy in Indonesia will unfold in the course of 
my study, when I present and analyze the stories that other teachers of English 
literature in Indonesia have told me during the interviews I have conducted with 
them. But at this point I feel the need to foreground the key lesson that I have learnt 
from constructing my ‗autobiography of the question‘, which is the value of thinking 
relationally. I am conscious that, taken together, the stories that I have just told do not 
amount to a seamless and non-contradictory ‗self‘, certainly not a ‗self‘ that might be 
identified as a proud Indonesian who is completely at one with her ‗imagined 
community‘ of Indonesia and Bahasa Indonesia as the national language. Rather, I 
am multiple selves, multiple identities, each of which exists in relationship with 
others, in a multiplicity of ‗in-between‘ spaces: between Minang and Bahasa 
Indonesia, between Bahasa Indonesia and English, between myself as a school girl 
attending a New Zealand high school and the self that now looks back on those 
experiences. 
 
I now experience my L1 or mother tongue and the values that inhere within my 
Minangkabau identity in relation to the other languages that constitute my world. 
And I understand these languages as part of an increasingly complex and expanding 
set of social relationships of which I am a part. Crucial to this particular inquiry, 
however, is my sense of my relationship with the English language as one of both 
freedom and tyranny. It has both enabled and disabled me as a student and teacher – 
indeed, as a human being who is trying to understand and engage with the life that 
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has been given to her. And, as my autobiographical narrative shows, it has also 
periodically turned me into an oppressor. As an Indonesian I have lived a richly 
polyglot existence, yet always in the shadow and under the unyielding force of 
English language and culture.  
 
At this point I wish to offer an overview of the current situation of English literature 
teaching in Indonesia that will draw out the tensions and challenges that teachers of 
English literature in Indonesia face in their professional work. This is despite the fall 
of Suharto‘s authoritarian New Order regime and the redefinition of the notion 
‗English Literature‘ into ‗Literatures in English‘ that has recently taken place within 
English Departments around the world, particularly within the so called ‗postcolonial 
countries‘ (Ashcroft et al., 1989, p. 2). I shall cast the following paragraphs in the 
historic present, as this seems to me the best way to emphasize the way the 
developments I describe still mediate my practice and the practices of my 
interviewees.  
 
The fall of Suharto‘s New Order prior to the monetary crisis, which severely hit the 
nation in 1997, is greeted with euphoria throughout the Indonesian archipelago as 
opening up the possibility of creating a free and democratic society. Opportunities 
emerge to openly discuss experiences, to reveal and question the oppression that had 
occurred, and to express differences of opinion in ways that were impossible and 
unthinkable during Suharto‘s rule. Suharto‘s resignation allows Indonesia‘s vastly 
diverse communities to engage with alternative discourses of identity. As a result, 
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new and re-emerging notions of what it means to be Indonesians living in a post-
Suharto era emerge in the archipelago. Budiman  (2011, p. 6) views ‗freedom of the 
press and regional autonomy for the provinces‘ as the two issues that highlight the 
spirit of reformasi in post-Suharto era. This is a defining moment that prompts 
Indonesian writers to produce literature as a significant part of the project of nation 
building. Budiman claims that the fall of Suharto undermines the legitimacy of the 
New Order‘s discourse of the unified nation. It has inspired Indonesian writers to 
contribute to the ‗rethinking the nation‘ (Budiman, 2011, p. 9). He views the 
emergence of Indonesian female writers as reflecting the reaction against Suharto‘s 
‗official nationalism‘, which was not only repressive towards Indonesia‘s 
heterogeneity but also towards Indonesian women. Allen (2003) sees Suharto‘s 
resignation as creating a momentum for the re-emergence of the Chinese-Indonesian 
writers who had been subjected to another type of othering in Indonesia since the 
Dutch colonization.  
 
The fall of Suharto is seen by people working within English literary studies in the 
universities in Indonesia as an opportunity to grapple further with alternative 
discourses of identity. The change in the notion of English to ‗englishes‘ and 
‗English Literature‘ to ‗Literatures in English (englishes)‘ has become a topic of 
discussions amongst English lecturers in Indonesia. Sanata Dharma University 
(2013) and Universitas Negeri Semarang (2014) have recently conducted  
international conferences in order to offer opportunities for English Literature 
lecturers in Indonesia in particular and in South East Asia in general to discuss about 
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the challenges that they have been facing in providing literary education in English 
that will contribute to the development of their students‘ critical understanding of 
their identity amidst the myriad of identities that surround, color and shape their lives 
locally, nationally and internationally. 
 
These conferences argue that despite the paradigm shift in the notions ‗English‘ to 
‗Englishes‘ and ‗English Literature‘ to ‗Literatures in English‘ and their adoption by 
English Departments in Indonesia, much English literature teaching in the country is 
still oriented towards the privileging of literary works from the ‗English-speaking 
West‘ (Holliday, 2005, p. 2) and the traditional approach of ‗teaching with the grain‘ 
and not ‗against the grain‘ (Tiffin, 1994, p. 49; Candraningrum, 2003, 2008). Much 
of the conversation initially intended to provide a space for the peripheral and 
marginal texts to have their ‗voices‘ heard, still continues to be dominated by western 
standpoints.  
 
Despite the awareness shown by English teachers in Indonesia of issues relating to 
postcolonialism as an important frame of reference in their efforts to provide a 
meaningful and relevant education to their students, one still senses a privileging of 
the ‗Western knowledge‘ (Cavarero, 2000, p. 13) in their work. Scholars such as 
Canagarajah (1999), Pennycook (1994, 1998), and Phillipson (1992) argue that the 
privileging of English that is taking place in most parts of the world in the TESOL 
industry shows that curriculum developers, teachers, and researchers are still 
working with assumptions about the superiority of the English language and the 
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cultures imported from the English speaking countries. In the Indonesia context, for 
example, since Suharto‘s regime, it has been strongly felt that the American 
government, like their British counterpart, has also been very eager to promote 
English from the USA (Phillipson, 1992). Candraningrum (2008) claims that 
America, through their Ford Foundation projects, for example, have played 
significant roles in the success of establishing and maintaining the English 
Departments in Indonesian universities.  Both the US and the British‘s hard efforts to 
establish English language education are undeniably linked to what Phillipson (1992) 
calls ‗English linguistic imperialism‘ or the ‗dominance of English‘, which has 
eventually resulted in the ‗continuous reconstruction of structural and cultural 
inequalities between English and other languages‘ (pp. 46-47). Tripasai (2013) 
argues that the superiority of English over other languages have also brought 
further impact for the establishment and enhancement of the British and American 
political, economic, and cultural power in the world. 
 
 
This kind of tendency has recently become evident in the worldwide phenomenon of 
standard-based reforms that presuppose that the same educational standards can be 
applied in countries, regardless of the diversity of their languages and cultures. Van 
de Ven and Doecke (2011), drawing from their comparative study of the teaching of 
literature in Australia and the Netherlands, argue that ‗recently many educational 
systems in the world have been caught up among standard-based reforms and other 
measures for regulating education including accountability mechanisms like PISA or 
Program for International Student Assessment‘(p. 4). Indonesia in this case, also 
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highly values the outcome of PISA as significantly reliable in judging the overall 
quality of the national education in the country.  
 
The trend of adopting standards and measures from the western countries has in fact 
continued from President Suharto to Jokowi‘s leadership-across several governments 
of different ideological persuasions. The implementation of RSBI (Rintisan Sekolah 
Bertaraf Internasional) or pilot schools with international standard in 2007 and the 
attempts to ‗internationalize‘ major higher education institutions in Indonesia are two 
obvious examples of how the Indonesian educational system was very eager to draw 
mostly on Western educational concepts and practices. Both agendas were, however, 
met with failure. Kuswandono et al. (2011, p. 1) view the failure as resulting mostly 
from the incompatibility of the western values with the cultures and local wisdom 
valued by the Indonesian society. Sumintono (2013) argues that the implementation 
of RSBI was unconstitutional not only because it adopted the internationally 
recognized curricula, such as the Cambridge International General Certificate of 
Secondary Education but more importantly because it required the use of English as a 
medium of instruction in class. Sumintono claims that the use of English was 
controversial because more than half of the teachers had only very low level of 
English proficiency. More importantly, the overvaluing of English has overlooked 
both Bahasa Indonesia and the local languages and cultures. Being placed tightly 
under the outcomes policy set by the western standards, the capacities of both 
Indonesian students and teachers are ‗stretched to the limit as they endeavor to meet 
the performance benchmarks imposed on them‘ (van de Ven & Doecke, 2011, p. 4; 
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Doecke, 2013). Giroux (2010) views this kind of educational practice as destroying 
‗the notion of a critical, engaging and self-reflexive education‘. Students in this case 
are treated like ‗empty vessels‘ (Sleeter, 2005, p. 21). Instead of facilitating students 
with knowledge and critical thinking, they are driven to become the next generation 
of submissive capitalist workers (Bauman, 2010, Hill, 2005).  
 
When Indonesia was still colonized by the Dutch, the motive of the Indonesian 
nationalists such as Ki Hajar Dewantara in establishing the Taman Siswa 
organization or Garden of Students in 1922 followed by the establishment of 
‗founding schools‘ in the archipelago (Buchori, 2001, p. 78) was to develop an 
education system that could enable the younger generation to affirm the value of their 
own cultures and languages. The aim was to provide Indonesian young people with 
an education that derived from Indonesia‘s own national curriculum and not one 
created by the Dutch colonial government. Buchori (2001) explains that the founding 
schools were aimed at educating students ‗to become Indonesians who were free in 
their spirit, free in their thinking, and free in labor‘, to produce people who were 
prepared ‗to live as free persons in their own environment‘ (p. 77). This would enable 
Indonesian students in the archipelago to cultivate sensitivity to the existence of their 
other fellow students and to identify their sense of belonging with their ‗imagined 
community‘ without necessarily sacrificing their cultural diversity. Eventually, this 
nationalist spirit became the impulse for bringing out a national movement for 
independence (p. 78).  
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As I have already argued, Suharto‘s New Order preached the value of unity in 
diversity while implementing changes that showed little respect for Indonesia‘s 
various cultures and languages. Manara (2014, p. 13) argues that the efforts to 
nurture and build a strong sense of Indonesian nationalism amongst Indonesian 
young people during the Dutch colonization only became possible because there was 
‗good collaboration between the national politicians, educators and Indonesian 
society‘. When Suharto took control of the nation, he no longer treated education as a 
partner in national development, but as ‗an ideological tool‘ for controlling society to 
achieve his political agenda (Manara, 2014, p. 14). To achieve their aim and maintain 
their power, the New Order firmly anchored schooling practices in Indonesia within 
what Leigh (1999) calls ‗a centrally structured educational bureaucracy‘ (p. 34). As a 
result, the development of the curriculum, including content, methods and staffing 
issues were all controlled and closely monitored by the central government. The 
consequence of this kind of bureaucracy was that schooling practices in Indonesia 
had to comply with the target that the nationally legitimated curricula set to achieve. 
This meant that schooling practices were not geared to providing the students with ‗a 
climate in which open, creative expression is encouraged‘ in the classrooms because 
every question in every subject had to have ‗one correct answer‘ (Leigh, 1999, p. 35). 
It is worth noting that despite the fall of the New Order regime, this type of schooling 
practices are still evident within Indonesian recent educational system. 
 
Developing Indonesia‘s economy was central to Suharto‘s New Order. It was during 
this period, English education gained its stronghold in Indonesia as an important tool 
   
 
  
47 
  
 
for economic growth at both national and international levels.Tertiary education was 
one of the major institutions where the Indonesian government mandated certain 
requirements in order to succeed their development project. The English language 
policy imposed on tertiary education, for example, is closely related with a market 
mentality. Being governed by rhetoric about developing and boosting Indonesia‘s 
economy through English competence, English teachers are left to worry about their 
students meeting ‗pre-determined educational outcomes‘, rather than enabling them 
to develop a capacity to interrogate the meaning of their education and to respond to 
the culturally specific nature of their classroom interactions and the individual 
students in their classrooms (O‘Connor & Scanlon, 2005, p. 2).  
 
1.4. The question that motivates my study 
 
My autobiographical narrative intersects with the account that I have just given of the 
Indonesian educational policy landscape to produce the following main research 
question:  
What does it mean to be a teacher of literatures in English in a 
postcolonial society like Padang? 
 
There are a number of sub-questions that inform and help to tease out the main 
question that motivates my study: 
 
1.   How are the stories of my interviewees ‗experiences about their professional 
practice as English educators mediated by the multiple contexts in which they 
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work, specifically the Indonesian policy context, their institutional settings and 
the history of Indonesia as a postcolonial society? 
  
2. What do the stories reveal about the ways literatures in English are taught within 
a postcolonial setting like Padang? What tensions are revealed?  
  
3. To what extent do my interviewees‘ stories reflect an attempt to teach that is not 
shaped by a colonial legacy? To what extent is their professional practice shaped 
by an emancipatory purpose with respect to the students they teach?  
 
4. What values and beliefs do my interviewees invest in their professional practice? 
How do my interviewees consciously locate their work within the context of the 
‗imagined community‘ (Anderson, 1991) of Indonesia? 
 
I have said above that the autobiographical writing that I have presented amounts to 
more than my personal story. The political or policy contexts that I have just 
discussed mediate my work and the work of my interviewees in ways that 
problematize any account of our lives as simply a matter of our individual 
trajectories, as though we have each lived our lives in a social and political vacuum. 
It is also important to note that in writing this thesis I am joining a conversation that 
has pre-existed me, requiring me to acknowledge differences in perspectives and 
approaches that mark my own study as being written from a particular standpoint. 
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The main conversation that I am joining, as I shall explain in Chapter Two, is that 
initiated by Benedict Anderson‘s landmark study, Imagined Communities (1991). 
However, there are also smaller studies that have been produced about the situation 
of English language teachers in Indonesia with which I have also engaged, sometimes 
critically. Much has been written, for example, about the work of English language 
teachers in Indonesia under the assumption that English is a neutral language that is 
not embedded with social, cultural and political contexts and mediated by conflicting 
interests (Zainil, 1987; Kasbollah 1988; Abdulhamied, 1982). Where the teaching of 
English literature is concerned, the focus of the analysis is usually on integrating 
literary works into the teaching of English as a foreign language. 
 
What I am missing from many of these studies is a sense of the voices of those 
Indonesian educators who are actually teaching literatures in English. This is a gap 
that I intend to fill by offering an account of the conversations that I conducted with 
the participants in my study, which feature their stories about their motivations for 
becoming literature teachers and their perspectives on current policy. With respect to 
storytelling, some studies focusing on Indonesia provide useful models, conveying 
the voices of those concerned as well as addressing substantive issues relating to 
education in Indonesia. Candraningrum (2003), for example, applies storytelling in 
her Master‘s thesis as well as her article (2004) by constructing her own 
autobiography to investigate aspects of her teaching of English literature in her 
university in Indonesia. This is done within a postcolonial framework, fully mindful 
of the role that English is playing in a globalizing world. Later she conducted her 
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research for her PhD thesis by involving English students in her Islamic based-
university, Universitas Muhammadiyah Surakarta or UMS as her research 
participants in order to find out the problems and challenges that the students faced in 
studying English literature (Candraningrum, 2008). Candraningrum offeres an 
alternative curriculum that she believes would speak back to the privileging of the 
traditional western canonical works within the Muhammadiyah universities in 
Indonesia.  
 
Widiyanto (2004) has written an article in which he constructs his own self-narratives 
in order to explain how he has become what he calls ‗a multicultural English 
teacher‘. This is written on the assumption that educators should try to know who 
they are in order to teach in a way that is responsive to cultural diversity and 
difference. Through a series of his critical reflections, Widiyanto reveals how his 
identities are, in fact, shaped by the social and cultural conditions in which he lived, 
including the fact that he was a Christian living in a Muslim society. Manara (2012), 
whose work I have already cited, draws on her PhD research to investigate how the 
Indonesian teacher educators experience and understand their work and 
professionalism in the area of English Language Teaching (ELT). Manara applies 
storytelling in order to elicit accounts of their work from her interviewees, but her 
primary concern is with the discourses of professionalism in English language 
education and not English literature teaching. Moreover, her research was conducted 
in Java where power is centred in Indonesia. It is a region that is culturally, socially 
and historically different from the nature of my research setting in Padang.  
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My study focuses on the work of English lecturers we call dosen Sastra Inggris. It 
draws on the stories that three educators in universities in Padang have told me in 
their efforts to describe the complexities of their English education and their work 
teaching literatures in English in a postcolonial setting like Padang. A distinctive 
feature of what they had to tell me is the way they use storytelling to organize and 
give meaning to their experiences, prompting me to think about the knowledge 
claims that might be made through constructing narratives (something that I discuss 
in Chapter Three). In attempting to be responsive to their stories, I was open to the 
way they switched between English, Bahasa Indonesia or even Minang in their 
efforts to give an account of their experiences.  
 
Their stories work at the interface between these languages, thus challenge the 
Anglophone assumption that everything can be explained in English. Through telling 
their stories, my interviewees explore their relationships and experiences as these 
languages mediate them. At stake here is also my own account of my life, and the 
way their stories speak to my own stories (and vice versa). Storytelling for me is not 
only a method to generate research data, but a means for me to enter into dialogue 
with other teachers in Padang, in a collective effort to understand the situation we 
hold in common. This is not to say that, taken together, they somehow embody the 
‗truth‘ of what it means to be a teacher of literatures in English in Padang. Their 
stories reflect similar experiences to my own, but they are also significantly different. 
The relationship between our stories should be seen as an intertextual one; with each 
of the stories gesturing towards the reality we share, without pretending to be the ‗last 
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word‘ (Doecke, et al., forthcoming). This is a kind of dialogue I believe vital for 
enabling people in a postcolonial countries including in Indonesia to understand their 
colonial experiences.  
 
1.5. Chapters outlines 
 
Chapter One has offered my ‗Autobiography of the question‘ as a way to introduce 
the impulse behind my research as well as to claim my right to speak against the 
conventional form of research by constructing representation of my experiences on 
my own terms even when this mean using the language of the colonizer. This is to 
confirm that I intend to use storytelling to describe the complexities of my own work 
from the concrete- the detail and particularity of what I know and have experienced 
myself instead of from the abstract, the generalization of data and accountability. 
This is the way I believe I can validate the processes that marginalize, subordinate 
and tell us whose stories ‗count‘ and whose ‗don‘t‘. My aim is to show the complex 
interplay between my subjectivity and objectivity and the knowledge that exists 
within myself as a teacher researcher. Chapter 1 also provides a brief introduction 
about the current phenomenon of English literature teaching in Indonesia. After 
explaining the background to this research, Chapter One continues with discussion 
on the context of the study. This is then followed by the formulation of the 
research questions. 
 
In Chapter Two, I re-conceptualize Benedict Anderson‘s concept of ‗Imagined 
Communities‘ in order to investigate issues of English literary education in 
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Indonesia. I firstly explore the history of the making of Indonesia starting from the 
time when the archipelago was still colonized by the Dutch. The emergence of print 
capitalism opened a pathway for the act of storytelling to develop in the colony 
through the wide circulation of literary works such as short stories and novels. 
Literature in this case functioned as a means for the native colony to recognize their 
other fellow Indonesians in the archipelago and their colonial experiences. This 
understanding was the embryo for the emergence of a sense of belonging with ‗the 
imagined communities‘ or the native colony in order to fight the Dutch colonization. 
Indonesia‘s struggle for independence led the way to unification through Bahasa 
Indonesia in tension with the languages and dialects of communities in the 
archipelago. In the second part of this chapter I explore how after Indonesia‘s 
independence was already achieved, the perpetuation of the colonization perhaps still 
takes place in the form of the enforcement of the ideology of the unitary state of 
Indonesia under Suharto‘s ‗official nationalism‘.  
 
Chapter Three of my thesis deals with the methodological choices that I have made 
for my research project and explains my reasons for choosing a conversational 
inquiry for gaining, exploring and constructing my data. This inquiry is perfectly 
suitable for investigating the heteroglot nature (Bakhtin, 1984) of the language 
situation in which my research participants lead both their daily lives and 
professional work as teachers of literatures in English in the multilingual community 
of Padang. I also make clear in this chapter that my position in this study is not only 
as a researcher in this whole project. I also place the accounts about my upbringing, 
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education and professional work alongside my interviewees‘ stories in my attempt to 
preserve a dialogical quality across languages and cultures without pretending to 
transcend the differences between us. Ethical issues are also what this chapters is 
concerned, with respect to honoring my interviewee‘s confidentiality not only in term 
of their identities that are revealed through their names but also the accounts that they 
have shared with me.  
 
Chapter Four describes the nature of my research setting in Padang West Sumatra- its 
landscape, religion, culture and language as well as the profiles of the three teacher 
participants involved in my research. 
 
Chapter Five, Six, Seven and Eight present and analyse the accounts that my teacher 
participants have shared with me. I explored these accounts by dividing them into 
four parts. Chapter Five especially looks into the accounts of my interviewee‘s 
upbringing, their initial contact with English and how they appropriated English in 
ways that can serve their own purposes vis-à-vis their formal education that is rigidly 
organized around outcomes policies. Chapter Six reveals my interviewees‘ efforts to 
seek alternatives to make their literary education in high school become personally 
meaningful. They reveal a conflict between the ‗official nationalism‘ dictated by 
Suharto‘s New Order and their burgeoning sense of the opportunities opened up by 
the literary imagination which emphasizes the importance of feelings or emotions, of 
language as an embodiment of our values and desires about the situations that we 
experience in our life. Chapter Seven discusses my interviewees‘ accounts of their 
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English literature education in university. It reveals how my interviewees attempted 
to appropriate their education for facilitating their own growing sense of the 
possibilities opened up by their literary imagination in conflict with the ‗official 
nationalism‘ dictated by the New Order legacy. My interviewees in this case show us 
that their sense of themselves is never simply a case of conforming to the rules, but as 
something that emerges out of the social relationships that exist between them, as 
they engage with one another in their daily lives. Chapter Eight is focused on the 
different ways my interviewees chose to teach their students ‗Literatures in English‘ 
instead of ‗English Literature‘ by allowing their students to work at the interface 
between English, Bahasa Indonesia and their regional languages and dialects as well 
as a variety of English translations. These are the alternatives they seek in their 
efforts to enable their students to find their sense of themselves in their classrooms.  
 
Chapter Nine is my concluding chapter. I present the continuation of my 
autobiographical narrative in this chapter in order to contribute to the dialogues that I 
have had with my interviewees. I include my analysis of the novel Laskar Pelangi 
(The Rainbow Troops) written by Andrea Hirata in 2005 in this chapter as a kind of 
retrospective on my journey and all that I have learnt from my own narrative and 
those of my interviewees. Laskar Pelangi presents a powerful reimagining of 
Indonesia as a nation- how ordinary people find a way for themselves vis-a-vis the 
huge mechanism of state power and the ideology it propagated in order to justify its 
actions. This chapter ends by wrapping up how my interviewees and I emerge with 
alternative versions of what it means to belong to an Indonesian community and 
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critically engage with the nationalist project of the Suharto era in both our education 
and our work. Our accounts of teaching literatures in English show how we all 
decided to teach at the interface between cultures, transcending the hierarchies 
implied by global English and its colonial legacy as well as a variety of English 
translations. These are the ways we believe we can help our students to better 
recognize their sense of themselves- to find themselves in their English literature 
classrooms.  
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CHAPTER 2 
Re-imagining Indonesia: an ongoing project? 
 
…all languages of heteroglossia, whatever the principle 
underlying them and making each unique, are specific points of 
view on the world, forms for conceptualizing the world in words, 
specific world views, each characterized by its own objects, 
meaning, and values. As such they all may be juxtaposed to one 
another, mutually supplement one another, contradict one another 
and be interrelated dialogically. As such they encounter one 
another and co-exist in the consciousness of real people…these 
languages live a real life; they struggle and evolve in an 
environment of social heteroglossia. 
Bakhtin, M.M. (1981). The dialogic imagination: Four essays (M. 
Holquist, Ed.; C. Emerson & M. Holquist, Trans.). Austin, TX: 
University of Texas Press.  
 
 
2.1. The inescapability of nationalism 
 
This chapter scrutinizes the concept of ‗nationalism‘ as a vital frame of reference for 
understanding the conversations that my interviewees offered me, including the way 
they see themselves as teachers of literatures in English, and how their professional 
identities might connect with their sense of themselves as both people born Minang 
and Indonesian citizens. The key insight here is that nationalism is not something 
natural, as though a feeling of national identity and belonging simply inheres within 
people, but that it is constructed through language. The concept of a national identity 
is also dialogical (to borrow Bahktin‘s language), emerging out of a heteroglossic 
environment, and so means different things to different people.  
 
My primary aim here is to offer an account of the socio-cultural context for what my 
interviewees have said about themselves and their work, which crucially involves 
tensions between Bahasa Indonesia as the national language and the languages and 
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dialects spoken in West Sumatra which in turn affect the way they identify with 
Indonesia as a nation. It is out of this complex heteroglossic world that my 
interviewees have developed an awareness of their roles as teachers of literatures in 
English. 
 
2.2. Benedict Anderson‟s concept of an „imagined community‟ 
In my attempt to understand the contradictions and complexities of what my 
interviewees have shared with me through their stories, I have found myself 
repeatedly returning to Benedict Anderson‘s Imagined Communities: Reflections on 
the Origin and Spread of Nationalism (1991). Anderson‘s argument in this book is 
that nationalism is not something natural but an ideology that people develop to 
achieve certain political goals. Nationalism, Anderson argues, is a question of 
consciousness, an act of imagination. In colonial societies nationalism plays a 
significant role in uniting people in their struggle to free their society from imperialist 
oppression. But having won that freedom, nationalism continues to play a complex 
role in postcolonial societies. From being an instrument for liberation it can itself 
become a means of oppression that is turned against people who are not deemed to be 
part of the larger community of that nation. 
 
My choice of Benedict Anderson‘s concept of ‗imagined communities‘ is in no small 
part driven by the way he locates this concept within the context of colonial struggles 
and the postcolonial settlements that emerged. When he invokes the notion of 
‗imagined communities‘, he does so specifically with respect to ‗nationalism‘ and the 
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force of his analysis is revealed by the way he powerfully re-conceptualizes 
nationalism, taking it beyond Europe accounts of this phenomenon and showing how 
this concept becomes shaped by the situations that existed in colonial struggles and 
the independence movements that sought to challenge the dominance of European 
powers. So his concept of ‗imagined communities‘ is important to me because it 
intersects in very powerful ways with the situations of my interviewees. It doesn‘t 
however, explain everything about them – their motivations for learning English 
require additional explanation that to transcend any uncritical application of 
Benedict‘s concept. I will show later in this chapter how the concept of ‗imagined 
community‘ changes significantly, as Indonesia moved from the pre-independence 
phase under Sukarno to the post-independence phase under Suharto. The concept of 
‗imagined communities‘ as my analysis chapters will show, does not simply explain, 
in short, the personal aspirations of my interviewees, but requires us to understand 
the way history and society mediated their sense of themselves as members of the 
Minang community, the Indonesian community (the ‗imagined community‘ of 
Indonesia, including Bahasa Indonesia) and the trans-national community of English 
language speakers that their education has opened up for them. The latter, of course, 
represents a significant challenge to the notion of community that inheres within 
notions of ‗nationalism‘ (and the language in which that nationalism is expressed). 
My interviewees reveal their experiences in a tension between their multiple 
identities and the imagined communities in which those identities are located. But 
what my analysis reveals about their desire to learn English is that to a significant 
extent they are ‗finding themselves‘ in someone else‘ land, or even an in-between 
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space that can‘t be contained by essentialist notions of national identity as Anderson 
describes the myth making involved in the construction of an ‗imagined community‘ 
(with its emphasis on insiders and outsiders, etc). 
 
Anderson claims that there are several requirements to be fulfiled in order for a group 
of people to develop a sense of nationalism. First, the idea of the ‗nation‘ itself must 
emerge. A nation, in Anderson‘s view, is firstly a concept of ‗a shared community‘, 
not something that physically exists, or that is naturally defined by a shared physical 
space. This sense of a shared community can only exist when members of even the 
smallest population have in their minds the image of their own community, giving 
rise to the paradox that they ‗never know most of their fellow members, meet them or 
hear of them, yet in the minds of each lives the image of their communion‘ (1991, p. 
6). 
 
Anderson credits print capitalism, particularly the emergence of the print newspaper 
and publication of literature in 18
th
 Century Europe, as enabling the growth of a 
national consciousness, claiming that ‗the convergence of capitalism and print 
technology …created the possibility of a new form of imagined community‘ (1991, 
p. 46). Anderson reminds us that an awareness of community can only be established 
when people develop a consciousness of ‗a deep, horizontal comradeship‘ (p. 7). And 
this sense of horizontal comradeship can only be developed if all members of the 
nation share a common project, typically expressed in the form of achieving 
prosperity for all, as well as other values. It is for this reason Anderson claims that 
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‗there are so many millions of people willing to die for their country for such limited 
imaginings‘ (p. 7). 
 
Franz Fanon (1963, p. 233), a strong supporter of nationalism, defines nationalism as 
‗the whole body of efforts made by a people in the sphere of thought to describe, 
justify and praise the action through which that people has created itself and keeps 
itself in existence‘. Within the context of a colonial situation, nationalism can unite 
people in their struggles, giving them a sense of common purpose and identity. 
However, as Anderson shows, the emergence of nationalism also involves many 
paradoxes, especially in a country like Indonesia where there are more than six-
hundred distinct languages spread over 13,000 inhabited islands (Paauw, 2009. p. 1). 
The struggle for independence involved the transformation of a richly diverse and 
polyglot archipelago like Indonesia into a united country or imagined community that 
transcended the differences between people. This sense of community could only be 
elevated into a worthy and achievable goal, if all Indonesian community members 
could begin to see and believe that they shared this aspiration to create a better 
Indonesia for all, one that embodied a sense of companionship and belonging as 
members of the one nation. Independence was not something that could be achieved 
by any of the existing elites or particular ethnic groups for their own benefit. When 
the so-called ‗East Indies‘ were still ruled by the Dutch, it was the shared common 
project of liberating the colony that produced a willingness for self-sacrifice by the 
founders of the independence movement, including, as Anderson notes, having ‗the 
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courage to be jailed, to be beaten up, and to be exiled for the sake of the future 
happiness and freedom of their fellows‘ (1999, p. 2).  
 
Nationalism does not simply unite people within a particular geographical space but 
also defines them vis-à-vis people in other spaces. Inhering within the concept seems 
to be a difference between ‗us‘ and ‗them‘. This sense of difference is not only 
directed at others who are perceived to be outside this imagined space, but people 
within that space whose beliefs and values may not be identical with the beliefs and 
values of the majority or dominant group. The ‗us‘ of the nation may actually 
comprise extremely diverse groups, and some of those groups may struggle to 
identify with the ‗imagined community‘ in which they find themselves, and this can 
lead to social unrest. Australia, for example, was very concerned about defining who 
could be allowed to enter the country and who could not based on racial standards 
when it was still a settler colony and part of the British Empire. As a justification for 
bringing unity to the country, and for maintaining the purity of Australian blood and 
its high living standards, the arrival of and contact with the non-Anglo-Celtic 
migrants, particularly those with Asian backgrounds, were highly restricted (Anwar, 
2004). The rejection was obvious through, for example, the implementation of the 
controversial dictation test in English for the incoming migrants particularly those 
with non Anglo-Celtic backgrounds and the spread of the Anglo-Celtic vernacular 
press and literary works of this era which were filled up with racist stereotypes of 
Asian nationalities, such as ‗leprous heathens, yellow agony, a race of slaves, 
treacherous aliens, the most immoral and degraded people on the face of the earth, 
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and so on‘ (Collin, 1988, p. 203). After receiving a lot of criticism from the 
international world, the highly discriminatory White Australia Policy was finally 
officially abolished in the late 1970‘s and Australia has since become a multicultural 
society. This, however, does not mean that the multicultural policy has successfully 
resolved all tensions within Australian communities. These continue to occur 
through, for example, the struggle of minority community languages vis-à-vis the 
hegemony of English and the relentlessly Anglophone culture of the Australian 
school system.  
 
Macaulay‘s notorious Minute on Indian Education which declares ‗a single shelf of a 
good European library is worth the whole native literature of India and Arabia‘ 
(Anderson, 1999, p. 91) is another example of how the justification to unite Indian 
society through English resulted in the denial of the India‘s minority community 
languages. The British attempt to create Indians ‗in blood and colour, but English in 
taste, in opinions, in morals, and in intellect‘ (Macaulay, 1972, p. 249) created 
tensions in the native communities. It was a clear example of how language was used 
as a means for controlling others. Under the English Education Act in 1835, the 
native Indian individuals were required to officially submerge their diverse 
vernaculars, cultures and religion within a national whole (Viswanathan, 1987). In 
this case, the native Indians were forced to exile themselves from their own cultures, 
their languages and traditions while living in their own land. The production of this 
‗in-between‘ class, ‗white but not quite‘, was often a deliberate feature of colonial 
practice (Ashcroft et al., 2000, p. 86). 
   
 
  
64 
  
 
 
So it is that, rather than being a liberating force, nationalism can lead to the 
suppression of people who are meant to identify with the nation and to sacrifice their 
regional or local identities. It can involve a transition from nationalism as a positive 
force for liberation from colonial oppression into a force for repression in 
postcolonial societies, when new political elites take the opportunity to manipulate 
and control their own fellow people. Fanon (1963, p. 148) refers to this danger as ‗the 
pitfall of national consciousness‘. He warns that a national bourgeoisie, for the sake 
of maintaining nationalism, may abuse their authority by taking over hegemonic 
control in place of the imperial power and replicating the very conditions that they 
once were committed to combating. Fanon (1963) explains that after Algeria declared 
its independence, there was a shift in its elites‘ commitments from initially setting 
their country free from colonialism to accumulating as much wealth as possible for 
their own benefits.  
 
Another example of how nationalism project and the privileging of English education 
have been responded by postcolonial societies can also be found in the Hong Kong 
changeover in 1997. The Chinese educational elites claimed that a new language 
policy was needed in order to restore their mother tongue education, which had been 
discriminated against during the British rule. However, instead of privileging 
Cantonese, the mother tongue of almost 99 percents of the population in Hong Kong, 
this policy exempted 114 schools out of 400 schools from teaching Cantonese 
because in these schools both the teachers and students were considered highly 
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literate in English. Lam (1999) asserts that this policy of privileging English has 
created ‗a small group of local elites as intermediate leaders‘ and denied ‗the validity 
and competitiveness of educational certification from Taiwan and mainland China‘ 
(p. 378). The English proficiency of these local elites was seen as cultural and 
economic capital from which Hong Kong could benefit. As a result, the majority of 
students in Hong Kong were not given access to sufficient exposure to English, ‗the 
language of power and wealth‘ (Choi, 2003. p. 674). This policy evinced how the 
nation-building project in Hong Kong was a product of both linguistic and cultural 
imperialism as it draws on ‗a strong utilitarian discourse about the centrality of 
English for the economic survival of the nation‘ (Choi, 2003, p. 630).  
 
The abolition of the English Departments is another example of how the privileging 
of English education was resisted in Africa. Ngugi wa Thiong‗o (1986, p. 87) 
strongly affirms that only by providing the native Africans with ‗the language and 
literature within which they can see themselves clearly in relationship to themselves 
and to other selves in the universe‘ can a project of nationalism work efficiently. 
Replacing an English Department with a Department of African Literature and 
Languages, Ngugi calls the resistance as ‗a quest for relevance‘ (p. 87). As will be 
seen later in this chapter, a similar story can also be told about Indonesia with respect 
to the emergence of Suharto‘s dictatorship when the Indonesian minor community 
languages were placed in tensions with Bahasa Indonesia, the language of the New 
Order‘s official nationalism. 
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2.3. Distinguishing between „nation and state‟ 
 
Anderson‘s critical perspective on nationalist ideology led to his being banned from 
Indonesia in 1973 by the New Order government. He was only able to return to the 
country in 1999, when Suharto was finally forced to step down by a range of 
opposition groups (Reid, 2011). In keeping with what he had argued about 
nationalism in Imagined Communities (1991), Anderson (1999) warns his Indonesian 
audience about the dangers of believing in and clinging to two famous tenets about 
nationalism, namely that: 
 
1.  Nationalism is warisan nenek moyang kita (our ancestors‘ inheritance)  
2.  ‗Nation‘ and ‗State‘ are identical and are always in harmony in their relationship 
 
Anderson‘s call for correcting such doctrines above with regard to how nationalism 
has been constructed by the New Order and then has been accepted by many 
Indonesian people in the post-colonial period demonstrates the continuing salience of 
his concept of ‗an imagined community‘. His ideas on nationalism can also be 
applied not only to the period leading up to the creation of nationhood, but also 
provide guidelines for re-imagining and re-creating Indonesia in the post-colonial 
period. Anderson in this case reminds us that nationalism is not something inherited, 
given or passed down from our ancestors. Nationalism is not a static living reality. It 
is rather what Anderson (1999, p. 1) defines a ‗common project for the present and 
future‘. As a common project, it must be aimed towards achieving prosperity for all 
members of the society, and not just for the benefit of the State‘s officials. Anderson 
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(1999) however, highlights that the achievement of prosperity for all is a difficult 
task to fulfill, given the diversity and complexity of Indonesian society:  
 
…too many Indonesians still inclined to think of Indonesia 
as an inheritance, neither as a challenge nor as a common 
project. Where one has inheritances, one has inheritors, 
and too often bitter quarrels among them as to who has 
‗rights‘ to the inheritance: sometimes to the point of great 
violence (p. 2). 
 
Anderson‘s words reflect how easily conflicts can occur when people are driven by a 
desire to claim a lion‘s share of the wealth, supporting their claims with nationalist 
myths about their natural ‗inheritance‘, rather than working to ensure that everyone 
has an opportunity to participate in the new society that has been created. Indonesia 
needs to be continually recreated, rather than being taken as a given, as a nation 
whose history stretches back well beyond the colonial period. 
 
With regard to the second misunderstanding about nationalism that Anderson 
mentions, he suggests that a correction should also be made to the way the terms 
‗nation‘ and ‗state‘ are understood. For him, the two terms are not identical and the 
relationship between nation and state ‗is far from always happy‘ (1999, p. 2). The 
outbursts of ethnic and religious violence that periodically occur in some parts of the 
country and the regional resistance movements towards the Centre‘s or the State‘s 
dominance shows that notions of national affiliation and obedience to the State need 
to be disentangled. Anderson contends that such conflicts can be overcome through 
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the development of a widely shared vision of Indonesia on the part of both the State 
such as political leaders of the country, the government or the Centre and the Nation 
like the local governments, the citizens of Indonesia, including people who are living 
on the margins or the periphery. It is high time that everyone moved beyond an 
abstract notion of Indonesia as located in an ‗abstract geographical space‘ that is 
imposed on communities at the expense of their local values and beliefs (Anderson, 
1999. p. 4). 
 
Anderson provides a concrete example of the terrible damage that was committed by 
the State of Indonesia or the rulers in Jakarta during Suharto‘s regime, when the once 
a peaceful province of Aceh became a Military Operation Zone in the late 1980‘s. 
The Acehnese demanded an Independent Aceh or Free Aceh because ‗more and more 
Acehnese were losing any hope and confidence that they had a share in the common 
Indonesian project‘ (Anderson, 1999. p. 4). The lust of the rulers in Jakarta for 
monopolizing the rich natural resources in Aceh and the replacement of the local 
civilian rule by members of the Javanese military elite left the Acehnese feeling that 
the State cared only about appropriating their rich natural resources and not about 
them. The State‘s injustice towards the Acehnese reflects the act of ‗perpetuating the 
class division of the colonial state rather than liberating national subject‘, to borrow 
the words of Ashcroft (2009. p. 12).  
 
At this point it is worth remembering Anderson‘s claim (originally made in Imagined 
Communities and repeated by him in the text that I have been analyzing) that a sense 
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of national identity is not something that someone naturally receives at birth, but a 
construction, a project to be enacted both in the present and the future. This means 
that its ‗fulfillment is never finally complete‘ (Anderson, 1999, p. 3). As Anderson 
further observes: 
In the eyes of its parents and the State, a baby born in 
Madura, say, may already be ―an Indonesian‖, but the 
baby herself does not yet think this way. The process 
whereby she will become for herself an Indonesian, with 
an Indonesian spirit, an Indonesian commitment, and an 
Indonesian culture is a long one, and there is no guarantee 
of success. And this way, we can also say that the 
―continuity‖ of a nation is fundamentally an open 
question, and also a kind of wager (1999, p. 3). 
 
For all the divisions and conflicts that Anderson notes have been a feature of 
Indonesia‘s history, for me this remark strikes an optimistic note because it 
emphasizes the importance of ‗becoming‘, of opening up possibilities that may take 
us into a different future from the divisions and conflicts that have existed in the past. 
I see my interviewees and myself as making a kind of ‗wager‘ through the choices we 
have made and the life paths we have followed. Born in Padang or West Sumatra, our 
identities as ‗Indonesian‘ (or for that matter as Minang people) are not given, but 
dimensions of our lives that we must continually negotiate. My question is how our 
engagement with English language and literature has enhanced our sense of who we 
are and who we might become.  
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Focusing on learners‘ investment in English and their identity formation journeys, 
Norton (2013, p. 8) refers to Benedict Anderson‘s concept of imagined communities 
from which she affirms that in addition to our interactions in many actual or real 
communities such as ‗our neighborhood communities, our workplaces, our 
educational institutions and our religious groups‘ with which we are affiliated, we 
also interact and have engagement with imagined communities through the power of 
‗imagination‘ (Anderson, 1991). 
 
Pavlenko & Norton (2007, p. 590) argue that imagination is ‗a social process 
emphasizing the fact that those in power oftentimes do the imagining for the rest of 
their fellow citizens, offering them certain identity options and leaving other options 
unimaginable‘. This is something that we can find in the ways ‗official nationalism‘ 
is often enforced on society. Norton (2010, p. 1, 2013) claims that learners will only 
be able to have ‗enhanced identities as learners and participate more actively in 
literacy practices if they have a sense of ownership over meaning making‘. Norton‘s 
argument is that identity is not only shaped by material conditions and lived 
experiences, but also by the extent to which learners find themselves closely related 
with their imagined futures and imagined identities. She asserts that learners invest in 
particular language and literacy practices because of their desire to be affiliated with 
a given target language community. By imagining themselves allied with others 
across time and space, language learners are encouraged to seek opportunities for 
social interaction through diverse language and literacy practices. Norton believes 
that such imagined communities can be even more powerful than face-to-face 
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communities in shaping the investment of learners. This affirms the situatedness of 
‗the diverse social, historical, and cultural contexts‘ in which language learning and 
literacy development take place and ‗how learners negotiate and sometimes resist the 
diverse positions those contexts offer them‘ (Norton, 2013, p. 103).  
 
Finding ‗imagination‘ as a crucial practice in English language learning among the 
Chinese migrant children in the USA, Lam (2004, 2009) credits the role of digital 
and transnational media such as the Internet in ESL learning because it can help 
learners to have easier access to correspondence with a transnational group of peers 
on line. As an alternative to the traditional schooling experience where individuals 
meet face-to-face, Lam (2004, 2009) argues that the online language learning 
resources have brought positive impact to the development of the learners‘ identity in 
the use of English. Lam‘s finding is that the learners‘ exposure to a variety of English 
through the social media such as Facebook has prompted them to relate themselves 
with an imagined community with which they are motivated ‗to create a collective 
ethnic identity‘ and ‗assume a new identity‘ in speaking English that does not follow 
the social category set by standard American or British English (2004, p. 44). By and 
large, we can see that although both Norton and Lam credit ‗imagination‘ as a crucial 
factor for the success of ESL learning, they do not appropriate the notion ‗imagined 
community‘ for revealing how the learners‘ desire to learn English is to a significant 
extent that they are ‗finding themselves in someone else‘s land‘ (to invoke the title of 
my thesis) or even an in between space that cannot be contained by essentialist 
notions of national identity as Anderson describes the myth making involved in the 
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construction of ‗an imagined community‘. Their apparent focus is indeed, on 
communities who aspire to a target language. 
 
2.4. From Malay to Bahasa Indonesia: national unification for independence 
For the purposes of this study, it is important to recognize that the process of national 
unification that I have been discussing was crucially a struggle about language. We 
need to consider why Bahasa Indonesia became the national language of Indonesia, 
and not Dutch, the language of the colonial oppressor, unlike other colonies that had 
appropriated the languages of their colonial rulers in their fight for independence 
(Ashcroft et al., 1989). 
 
The Dutch had struggled to overcome the heterogeneity of the many languages in 
Indonesia by enforcing a language policy that would support their supremacy in the 
region. There already existed tensions between High Malay and the vernaculars of 
the archipelago, as I will explain below – a conflict between centripetal forces that 
were trying to achieve homogeneity and the centrifugal forces of diverse cultures and 
languages (Bakhtin, 1981, p. 270). The Dutch intervention in this situation was 
complex, producing contradictory results. 
 
The Dutch East India Company or also known as VOC initially came to the 
archipelago for the purposes of trading in 1600‘s. Its ambition was to win over the 
spice trade from the Portuguese, who had had come to trade with the indigenous 
communities earlier. Although the VOC initially came as a trading organization, it 
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also made efforts to propagate Christianity in Indonesia, setting up churches and 
schools. Like other European traders, Malay was also the medium that the VOC used 
for their contact with the indigenous locals in the archipelago. 
 
When the VOC later experienced a significant decline, it was formally taken over by 
the Dutch government, which then took full control of the East Indies and made it 
one of its official and formal empires. The change in the ownership of the VOC was 
accompanied with not only the growth of Dutch language, which was then introduced 
as the official language of the government administration but also the more sufferings 
to the native peasants who were forced to work hard under ‗the Dutch Cultivation 
System‘ in order ‗to enhance the Dutch‘s income‘ (Candraningrum 2008. p. 39). 
With the wealth they were able to accumulate from the forced cultivation system, the 
VOC ‗gradually expanded more influence and grip on political matters‘ (ibid, p. 39). 
To extend their power, the VOC used ‗the traditional native elites such as the Kings 
and their personnels- as their media while imposing their wills and extracting major 
income under the supervision of the Dutch colonial officials‘ (Candraningum, 2008, 
p. 39). Although the Dutch encouraged the use of Malay, its role remained limited to 
providing a means for the Duth officials to overcome the communication gap with 
the local inhabitants. Dutch was treated not only as a requirement for furthering one‘s 
education, but also as a means of entry to lucrative positions (Alisjahbana, 1961). 
The ability to speak Dutch became a mark of belonging to a new upper class. Anyone 
conversant in Dutch had access to a well-paid job, high position and good education. 
As a result, every year parents struggled to get their children admitted into the Dutch-
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native schools. As the number of Indonesian children far exceeded the number of 
places in the Western schools available, many were turned down. This eagerness 
alarmed the Dutch. They found that a steadily increasing number of Indonesian 
students were admitted to secondary and higher levels of education subsequently 
occupying a great number of important positions in the colonial government. Instead 
of seeing the natives of East Indies as their inferiors, they now began to see them as 
their rivals. 
 
While the natives were made to look up to anything Dutch, restrictions remained in 
force that limited their access to Dutch language and culture and European culture in 
general. Although the Dutch claimed that they accepted Malay as the lingua franca in 
the archipelago and tolerated linguistic diversity in the archipelago, in practice they 
turned away from such tolerance, even to the point of imposing what was effectively 
a policy of segregation. Dutch language and culture became surrounded with an aura 
of privilege and exclusiveness. In this respect, it is interesting to note that when the 
British under Raffles took over from the Dutch for approximately five years in 1811, 
the segregation policy grew even stronger. Raffles demanded that all the officials 
living in the Nusantara were to stop speaking Malay among themselves, referring to 
the Malay nation as ‗backward‘ (Maier, 1993, p. 43).  
 
The higher the demand for Dutch education, the more obvious the Dutch‘s 
segregation policy appeared to the natives. The most prestigious schools in the East 
Indies would only admit children of Dutch and other European descent and a few 
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selected Indonesian children from the upper class or aristocrat background known as 
the priyayis. A second tier of schooling that provided Dutch education was aimed at 
serving people of Chinese, Arab and Indian descent. Indigenous Indonesians, the 
largest communities that made up the Indonesian archipelago, were not given access 
to Dutch education, but only Malay, which was taught to them in schools of inferior 
quantity and quality. Mohammad (2002, p. 187) claims that such segregation was 
aimed at increasing ‗the disparity between the Dutch and the native people‘. Strict 
access to Dutch education was needed to maintain the myth of Dutch racial 
superiority.  Mohammad claims that, according to a census conducted in 1930, only 
0.3 % of indigenous Indonesians (who comprised 97% of the total population) had 
some mastery of written Dutch (p. 186). This occurred because the colonial 
authorities viewed it as unnecessary for the natives to attain a high level of Dutch 
proficiency.  
 
There are two main reasons why the Dutch limited Dutch education to Indonesian 
aristocrats who were mostly the Javanese priyayis, the Chinese and the Arabs. 
Recognizing their continuing social and political influence amongst the native 
population, the Dutch knew that they had to build and maintain a special relationship 
with the Indonesian elites in order to extend their power over the natives of the 
colony. They, therefore, provided Dutch education for the families, relatives and 
cronies of this elite group. In return the Dutch expected that they would gain easier 
access to their circle, thus building up a network of control and influence throughout 
the archipelago. The same was true for the Chinese and the Arabs. Adam (2003) 
   
 
  
76 
  
 
notes of the Chinese in particular, that the Dutch were very much aware of their 
preparedness to embrace modern trade and industrial development.  
 
This politic of balas budi or balas jasa or return the favor had actually been in 
existence in Indonesia before European colonization took place in what was before 
called the East Indies. To get access to trade in several kingdoms in the Indonesia 
archipelago, merchants had to pay some tribute to the ruling king. Being aware that 
this practice would benefit them, the Dutch administration cultivated it even further 
(Silaen & Smark, 2006. p. 4). They paid tribute to the Indonesian aristocrats 
expecting that in return, they would become their right-hand men or mediators in 
implementing their policies among the rakyat kecil or ordinary communities that 
occupied the lowest tier of society. The Dutch‘s habit of paying tribute was evidence 
that KKN or Korupsi, Kolusi & Nepotisme (Corruption, Collusion and Nepotism) has 
been in existence in Indonesia since ancient times (Anderson, 1972; King, 2000; 
Arifianto, 2001). Another strategy the Dutch applied in their efforts to control the 
region was that of devide-et-impera or divide-and-rule. The impact of this policy can 
be seen in what happened to a kingdom in Java Island called Mataram Sultanate 
which later was forced to separate into two kingdoms which are now known as 
Yogyakarta and Solo (De Giosa, 2011, pp. 86-87).  
  
Having only very little access to Dutch education, the natives in the Dutch East 
Indies appropriated Malay as both the lingua franca of the vast archipelago and the 
language for formal education, work and the state administration. As Malay was a 
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mother tongue to only a minority of the archipelago, the road to make everyone 
conversant with one version of Malay was not easy. Instead of allowing the diverse 
languages and dialects in the colony to color and inflect the use of Malay, the Dutch 
attempted to construct a standard version of Malay as formulated by experts in the 
Netherlands (Maier, 1993, p. 43). This paradoxically involved ignoring those people 
who actually spoke Malay as their vernacular. It was important for the Dutch to 
implement a language policy on their own terms in order to support ‗the Dutch 
centripetal forces in the Dutch Indies society‘ (Maier, 1993, p. 57). For a densely 
populated colony as varied as the Dutch East Indies, a standard Malay could function 
as ‗an effective means of governing the large and heterogonous colony under one 
administrative system‘ (Heryanto, 1995, p. 7).  
 
The Dutch eventually came to the recognition that they had a debt of honor towards 
the Indonesians for the way they had exploited their colony. To show their moral 
duty, they declared their willingness to raise the living standards of the native 
population by introducing the Ethical Policy. Whether the policy actually increased 
living standards is doubtful, but ‗its expansion of educational opportunities‘ (Cribb, 
1993, p. 228) contributed significantly to providing Indonesians with the intellectual 
tools to organize and articulate their objections to colonial rule. This led to the 
awakening of Indonesian nationalism as described by Anderson (1999). In order to 
create the emergence of group consciousness in the archipelago, since 1908 the 
Indonesian intelligentsia had created various ethnic associations such as Jong Java 
(Young Java), Jong Minahasa (Young Minahasa), Jong Sumatra (Young Sumatra), 
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Indonesia Muda (Young Indonesian), and Jong Islamientenbond (League of Young 
Muslims) in the archipelago. With respect to the names the Indonesian nationalists 
gave to these associations, Anderson (1999, p. 3) remarks that they are evidence of 
‗how much nationalism is tied to visions and hopes for the future‘. They were all 
oriented towards the future, affirming that the social basis for change was youth or 
the present generation. This is why, as Anderson claims ‗there were no organizations 
that called themselves Old Java, Eternal Bali, et cetera‘ (p. 3).  
 
By 1920, the young intellectuals from the various ethnic associations in the 
archipelago started to raise the awareness about the importance of giving way to the 
emergence of ideas about the need to consolidate the notion ‗one people and one 
nation‘.  Discourses that raised the need to put an independent Indonesia on the 
political agenda started to circulate in the archipelago (Elson, 2008, pp. 31–32). 
Having attended Dutch education and becoming fluent Dutch speakers, the 
Indonesian intellectuals nonetheless began to feel that the use of Dutch as a medium 
through which the archipelago might be imagined and united would meet a lot of 
challenges. The fact was that those who were fluent in Dutch were only a very small 
minority. As a result, Malay, which as I have indicated had been the lingua franca for 
centuries, was chosen as the pre-condition for achieving unity and independence. 
With the growing development of a consciousness of belonging to a ‗nationality‘, the 
use of Malay became increasingly widespread. The emergence and development of 
youth organizations and movements against the Dutch helped Malay grow as a 
unifying language in the archipelago. 
   
 
  
79 
  
 
The Dutch‘s efforts to standardize Malay were paradoxically matched by the efforts 
of young Indonesian intellectuals to promote Malay as a medium to unite the 
archipelago. Although the nation named ‗Indonesia‘ was not yet invented, a sense of 
belonging to the varied communities living on the East Indies started to grow in the 
colony (Budianta, 2007, p. 52). On the other side, a growing number of free small 
presses were also growing steadily; publishing literary works in Bazar Malay, 
Chinese Malay or other vernaculars in the archipelago. Budianta (2007) claims that 
the dissemination of print capitalism through small presses certainly allowed the 
diverse communities in the archipelago to develop a consciousness of other ethnic 
groups living in the Dutch East Indies. The Dutch colonial government started to see 
the development of literature in the vernaculars as a threat. As a result, a native 
publishing house named Balai Pustaka (House of Books) was set up under the 
condition that it would be strongly monitored by the Dutch administration. This is 
again another way the Dutch implemented their control over the colony through 
language. The birth of Balai Pustaka, in fact, marked the birth of the national 
literature written in High Malay. As for the literatures in the vernaculars, this was the 
start of discrimination against them.  
 
At the beginning, Balai Pustaka published popular Western novels in High Malay 
translations, including novels by Mark Twain, R. Kipling, H.C Andersen, A. Conan 
Doyle, and A. Dumas. However, increasingly the Dutch authorities became more 
demanding in applying strict censorship of literary works written in Bazaar or Low 
Malay after they found an increase in the writing of literatures in Low Malay through 
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the popular press. They were viewed as below standard and harmful to public morals. 
As a result, they were labeled kesusasteraan liar or ‗wild literature‘. In contrast, 
literatures written in High Malay were regarded as ‗good literatures‘. Budianta (2007, 
p. 54) views this policy of labeling as the Dutch strategy to safeguard their power. 
Under the notion ‗good literature‘ the Dutch limited any writings that could 
jeopardize the security of their power. As a result, the Dutch administration 
encouraged literary works that were written in Malay. Translation of western fiction 
into High Malay was also appreciated. One of the main reasons why the Dutch 
administration prohibited literary works written in Low Malay was because they 
found them to have a hybrid character. Cheang (2008, p. 23) claims that their hybrid 
identity enabled them to challenge the Dutch hegemonic powers.  
 
As I have already indicated, the story of the emergence of Bahasa Indonesia as the 
official language of Indonesia is full of paradoxes, one of them being that it was 
through their contact with literatures in High Malay, the natives of the East Indies 
had the opportunities to come into contact with concepts of ‗modernity‘, ‗liberation‘, 
and ‗freedom‘ and so on. This knowledge was important for raising the 
consciousness of the indigenous inhabitants about both the colonial oppression they 
had long suffered and the need to end it. This was accompanied by a burgeoning 
cultural awareness on the part of writers and readers that appropriated Western 
understandings for the purposes of national liberation. 
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But the Dutch intention to apply High Malay could not easily be applied. The 
Dutch‘s efforts to familiarize the natives with their version of ‗standardized‘ Malay 
were often greeted with hesitancy by the natives in the colony, even resistance. No 
matter how hard the Dutch administration tried to enforce the High Malay, the 
natives insisted on using their own vernaculars. Despite the Dutch‘s efforts to 
convince people of the positive role that High Malay could play as a ‗unifying 
language‘ in the archipelago, people insisted on perceiving the standardized Malay as 
Bahasa Belanda or the Dutch‘s language. At the same time, it appeared that no 
matter how hard the Dutch attempted to teach this standardized Malay among the 
Europeans officials in the archipelago and to those studying High Malay in Delft and 
Leiden, they all persisted in speaking ‗gibberish‘ Malay or known in the colony as 
the totok Malay in their daily life conversation (Maier, 1993, p. 43). This teaches us 
that language is always already implicated in meaning and history. Thus, for the 
Malay speakers, their own version of Malay is ‗the pre-condition of knowing‘. But 
when it was theorized or standardized by outside experts, especially when this is 
done at the behest of a ruling power, the notion of a standardized language can only 
be viewed as something alien to one‘s lived experience. 
 
The growth of the nationalist movements for independence by the Indonesian young 
intellectuals had elevated awareness among inhabitants throughout the Nusantara of 
the need to unite in order to fight the colonial forces that had long oppressed them, 
robbed them of their freedom and reduced their ‗unique cultures to a homogenous 
rubble‘ (Anderson, 1990, p.7). Taman Siswa schools pioneered by Ki Hajar Dewan-
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tara were among those, which were active in spreading the spirit of Indonesia‘s 
nationalism in the archipelago (Buchori, 2001, p. 13). Paauw (2009, p. 1) sees this 
growing awareness ‗to look to the future and an end to more than three centuries of 
Dutch colonization‘ as a sign that a sense of national identity had begun to emerge in 
the archipelago. People began to feel that a choice for a national language was a 
crucial way to bring the diverse communities of the East Indies together in a united 
struggle to overcome Dutch rule. But this was not an easy task, considering the great 
size of the population and the great diversity of the vernaculars in the East Indies. 
 
The Indonesian nationalists were aware that a choice had to be made as whether to 
choose Dutch, which was the language of the Indonesian colonizer, Malay, which 
was the historic lingua franca of the archipelago or Javanese, the language of the 
largest ethnic group in the archipelago. Paauw (2009, p. 2) argues that Dutch, Malay 
and Javanese each ‗had certain claim to a special status‘; Dutch was the language of 
the existing legal system and government administration in the colony but it was only 
spoken by the educated elites of Indonesia. Dutch education had proved to be much 
more beneficial for serving the Dutch communities in the East Indies than for 
empowering the natives. And, unlike English and French, Dutch had failed to 
establish itself as the means of international communication. As a result, Indonesia 
found it easier ‗to dispel Dutch than India or Malaysia to dispel English‘ 
(Dardjowidjojo, 1998, Alisjahbana, 1961). The fact that Indonesia won its 
independence through struggle rather than diplomacy had also produced ‗a deep 
resentment against everything that had to do with the Dutch, including the Dutch 
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language, Dutch culture, and Dutch education‘ (Montolalu & Suryadinata, 2007, p. 
39). Javanese, on the other hand, was a regional language spoken by approximately 
47% of Indonesia‘s population.  However, due to its complexity – including a social 
distinction between the registers of high Javanese and low Javanese - this language 
was considered non-democratic and difficult to learn (Dardjowidjojo, 1998). 
Furthermore, it was assumed that Javanese dominance in the political and economic 
domains could prompt resentment from the rest of the population if Javanese 
language were to be promoted as the language of the nation. Javanese was too much 
entangled in a hierarchically organized society from which the native Indies had long 
wanted to escape. The last option was Malay, which was the native language of 
approximately only 5% of the population in the archipelago.  
 
Despite its small number of speakers, as I have already indicated, Malay had been 
used as ‘a trade language’ and a lingua franca for more than two thousand years. In 
addition, it had also long served as the means of communication for the propagation 
of both the Islam and Christianity in the Dutch East Indies (Paauw, 2009). Unlike the 
Javanese language, Malay was considered egalitarian and easier to learn. In addition, 
its ‘unpolished state’ opened a pathway for Malay ‘to develop rapidly’ (van Miert, 
1996, p. 608). Malay was not seen as a threat to the identity of other ethnic groups 
because its small number of native speakers did not have significant power in the 
society. Malay was therefore considered ‘neutral’ and accessible to everyone 
(Lowenberg, 1992. p. 62). The extent to which Malay was viewed as a prestigious 
language amongst the Dutch was described by Wright (2004) as follows: 
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Dutch navigator Huygen van Linschoten remarked in 
1614 that Malay was so prestigious in the Orient that 
for an educated man to be unfamiliar with it was like 
an educated Dutchman not knowing French (p. 84). 
 
The prestige and praise placed upon Malay was interesting as it shows the important 
status attached to this language and its acceptance amongst the Dutch colonial rulers.  
 
As the impulse and the need to implement the notion of ‘one people and one nation’ 
in order to free the Dutch East Indies from the Dutch colonization became stronger, 
the first congress of Indonesian young nationalists was held in 1926, with the 
national language issue as the main topic of discussion. Interestingly, although the 
topic of the congress was about making Malay the language of independent 
Indonesia, the congress participants discussed the issue in Dutch. For these young 
Indonesian intellectuals in the congress, Dutch was the language or the medium 
through which they imagined their archipelago as a nation. Two years later in 1928, 
however, Dutch was no longer the language of the congress. The very name ‘Bahasa 
Indonesia’, which literally means ‘The Language of Indonesia’, was adopted and 
used for the first time in the Sumpah Pemuda or the Youth Pledge. Bahasa Indonesia 
was declared as the pre-eminent language of Indonesia and the language of national 
unity. The name ‘Indonesia’ was also adopted in this second congress to replace the 
name 'Dutch East Indies' which the Dutch had invented and used to refer to their 
colony. This replacement was important to highlight both the identity of the 
Indonesian people and their effort to detach from anything Dutch. The young 
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nationalists pledged allegiance to ‘One Nation, Indonesia, One Country, Indonesia, 
One Language, Bahasa Indonesia’. The text of the pledge runs as follows: 
 
SUMPAH PEMUDA (THE YOUTH PLEDGE) 
 
 
Kami putra dan putri Indonesia   
Mengaku bertumpah darah yang satu 
Tanah tumpah darah Indonesia      
Kami putra dan putri Indonesia 
Mengaku berbangsa yang satu   
Bangsa Indonesia 
Kami putra dan putri Indonesia 
Menjunjung tinggi bahasa persatuan 
Bahasa Indonesia 
 
  We, the sons and daughters of Indonesia 
  Declare that we belong to one nation 
  Indonesia 
  We, the sons and daughters of Indonesia 
  Declare that we belong to one people 
  The Indonesian people 
  We, the sons and daughters of Indonesia 
  vow to uphold the nation‘s language of unity 
  The Indonesian Language 
 
 
The pledge confirms the rise of a sense of Indonesian nationhood. It reflects an effort 
to unite the diverse Indonesian population under the image of a single nation. Such 
pledge or vow of allegiance to one‘s country is commonplace, but the value of 
Benedict Anderson‘s study is that it makes the language they use an object of 
scrutiny. It is noteworthy, for example, how the first person plural ‗Kami‟ or ‗We‘ is 
used in the pledge. Grammatically or linguistically, the vow precisely promotes a 
sense of unity, of being part of a larger whole. It is also noteworthy at this time that 
no such unity actually existed. It was something the participants of the congress were 
imagining, and which they were committed to bringing into being. As such, it is a 
compelling example of how nations are ‗invented‘ (Anderson, 1991, p. 6). 
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When Japanese occupation took place in 1942, Bahasa Indonesia became even more 
popular in the archipelago as the Japanese abolished the use of Dutch. Bahasa 
Indonesia was encouraged as the medium of instruction in all Indonesian schools 
from primary to the university level. Although the Japanese were keen on replacing 
Dutch with Japanese, they were aware that their goal could only be achieved over a 
long period of time. The Japanese attempted to create an image that their arrival in 
the archipelago was to help the Indonesians to win their freedom from the Dutch. As 
Japan was very determined on mobilizing the Indonesian people to take part in The 
Greater East Asian War, they penetrated to the most isolated villages in the 
archipelago using Bahasa Indonesia. As a result, Bahasa Indonesia spread rapidly in 
all directions. As the number of Indonesian speaking Indonesian rose, the feeling of 
mutual solidarity also grew deeper and stronger. Bahasa Indonesia has ever since 
then become a symbol of Indonesian unity. Bahasa Indonesia, which had been 
adopted in the Youth Congress in 1928, was officially made the national language of 
the young nation.  
 
2.5. The politics of imagining postcolonial Indonesia during the New Order 
We must acknowledge that imagining a nation in the 1920‘s is different from 
imagining a nation in the 2000‘s.Ashcroft et al. (1989, p. 1) state that ‗more than 
three-quarters of the people living in the world today have had their lives shaped by 
the experience of colonialism‘.  Political and economic spheres are believed to be the 
main areas that are heavily grappling with the colonial legacy (Ashcroft et al., 1989, 
p. 1). It is into this complex situation, I want to introduce the question of English 
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(itself a language of colonialism) and the role it is currently playing on the world-
historical stage. The question now becomes one of how both Bahasa Indonesia and 
English have been understood and used by the government of Indonesia particularly 
by the New Order regime to pursue its nationalism policies and how these two 
languages might interact with one another. To choose to learn English nowadays is 
likewise a fundamentally different decision from what the choice to learn Dutch 
might once have been. This choice is made against the background of the dominance 
of Bahasa Indonesia as the official language of Indonesia. Yet it remains the case that 
a choice has nonetheless been made, and my study is intended to understand that 
choice and the way it might resonate within the context of Indonesian culture and 
language. 
 
I applied Anderson‘s term ‗official nationalism‘ to characterize a situation where 
nationalism is imposed from above, as something with which people must conform, 
rather than emerging out of the social relationships that exist between them, as they 
engage with one another from day-to-day and attempt to formalize their relationships 
in some kind of unity. As such, nationalism might be judged to be a paradoxical 
result of colonialism, almost a perpetuation of colonial oppression, even though the 
original colonizer may have disappeared. This is not to deny that nationalism might 
be a positive force for social change and liberation against colonialism, as I have 
mentioned earlier in this chapter, but the fact remains that the postcolonial situation 
of Indonesia (and other countries with colonial histories) contains within it the legacy 
of colonial rule. The very term ‗postcolonial‘ reflects this legacy, since its relation to 
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a past that featured a brutal intervention in traditional societies, affecting their values 
and beliefs, their languages and customs, defines the present. 
 
Foulcher & Day (2002, p. 7) argue that Bahasa Indonesia was ‗vulnerable to 
colonization and domination by stronger linguistic and cultural forms with powerful 
centers because this language was never a language with a particular culture and 
political authority attached to it‘. Bahasa Indonesia has always been in some sense 
external to the diverse groups that comprise Indonesia, as a language over and against 
the languages they speak as members of particular ethnic communities. This insight 
goes some way towards explaining how Suharto and his New Order appropriated 
Bahasa Indonesia as a means of imposing a national identity on the vastly diverse 
archipelago. Indonesia‘s postcolonial history has witnessed many examples of people 
who have experienced Indonesian nationalism as something alien to their values and 
beliefs. Adam (in Hadiz & Dhakidae, 2005) writes: 
 
During Sukarno‘s time, nationalism was connected to the 
awakening of the Third World and the anti-colonial spirit. 
Suharto domesticated nationalism and made it 
accommodate the development that was based on stability 
and persatuan dan kesatuan, or political and territorial 
unity. In the current reformation era, after the fall of 
Suharto, the idea of nationalism has been revived, albeit in 
the shadow of communal conflict and what is often referred 
to as national disintegration (p. 248). 
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Whether Indonesian nationalism can in fact be revived, as a positive force vis-à-vis 
the national disintegration that Adam refers to is something that can only be 
determined in the future. 
 
Suharto came to power in Indonesia in 1966. He named his government the New 
Order in order to contrast his leadership with the Old Order of his predecessor, 
President Sukarno. He sought legitimacy as Indonesian President because of his 
success in fighting what the regime so determinedly called the Indonesian communist 
aggression by PKI or Indonesian Communist Party. Placing emphasis on maintaining 
political order and developing Indonesia‘s economy, Suharto viewed the communists 
as a latent danger. Accordingly, he maintained a strong military regime in governing 
the Indonesian vast and diverse communities. 
 
Although Suharto was keen on showing that his leadership was different from that of 
Sukarno‘s, his language policy was obviously built on the foundations of the 
language policies initiated by the founding fathers of Indonesia, which included 
Sukarno. The adoption of article 36 of the 1945 Constitution, which states that the 
language of the State should be Bahasa Indonesia, is a prime example of this. 
However, during the period of anti-colonial struggle, it was clear that the young 
Indonesian intellectuals chose Bahasa Indonesia because they felt that this non-
European language had the potential to be both a unifying and an anti colonial 
language in the struggle for Indonesia‘s independence. For this reason, the diverse 
communities in the archipelago nominated this language at the expense of their own 
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regional languages as the language of the nation. This self-sacrifice was understood 
as a condition that they all were willing to fulfill in order to realize their common 
project, namely Indonesia‘s independence.   
 
The colonial oppressor had left the archipelago when Suharto ruled Indonesia but 
their legacy remained. The ways the New Order manipulated ‗nationalism‘ for their 
political purposes have resulted in significant implications for nation building and its 
associated controversial questions including national reconciliation, ethnic and 
religious harmony, linguistic unity, and national cultural identity. The way Suharto 
applied his language policy of Bahasa Indonesia for example, reflects a perpetuation 
of colonial oppression over the Indonesian minority community languages. Although 
it is mentioned in the constitution that the regional languages contributed to the 
development of Bahasa Indonesia, and thus should be accorded respect, they have 
never received appropriate attention and measures to help them develop. Some 
regional languages and cultures have even become marginalized to a degree where 
other fellow Indonesians in the archipelago has hardly recognized their existence.  
 
The ways Suharto‘s regime carried out his language policies were, in fact, very much 
similar to the ways the Dutch attempted to impose standardized or High Malay on 
their colony. Both attempted to use language policy to enforce their own interests 
rather than for the benefit of the inhabitants in the diverse archipelago. For Suharto, 
language policy was central to supporting his projects of both ‗Nation-building‘ and 
‗Nation-Development‘ (Heryanto, 1995, p. 5). Like the way the Dutch enforced the 
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use of High Malay in the Dutch East Indies, Suharto appropriated Bahasa Indonesia 
as a means of governing the large and heterogeneous nation. He built thousands of 
state primary schools or SD Inpres through Instruksi Presiden or President‘s Decrees 
in order to develop literacy in the country. Suharto believed that it was only through 
literacy that the majority of the Indonesians who did not speak Bahasa Indonesia as 
their mother tongue would be able to understand and then engage with his rhetoric 
about the need for economic development. Through the dissemination of print 
capitalism and the availability of communication technologies Suharto spread his 
development rhetoric to all parts of the archipelago.  
 
The New Order‘s educational system was designed to ensure that all Indonesians 
were able to speak ‗correct and appropriate‘ Bahasa Indonesia. What the regime 
meant by ‗correct and appropriate‘ Bahasa Indonesia was to use Bahasa Indonesia in 
accordance with the standard policy they had set. This means that the use of Bahasa 
Indonesia was not to be mixed with or contaminated by the use of the regional 
languages, English and other foreign languages. The State officials view the speaking 
of Bahasa Indonesia with an English accent or code mixing of Bahasa Indonesia and 
English or Indoglish as a sign of a deterioration of nationalism (Zacharias, 2012, p. 
233). This implies that ‗good‘ Bahasa Indonesia should be free from an English 
accent and mixed English-Indonesian words. This is in fact a denial of the vast 
majority of the Indonesian people who did not speak Bahasa Indonesia as their 
mother tongue but their regional languages and dialects (Gungwu, 2007, p.xiii).  
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The New Order‘s enforcement  to apply  ‗correct and appropriate Bahasa Indonesia‘  
is actually in conflict with how identities including national identities are 
continuously constructed, reconstructed, negotiated and transformed on an on-going 
basis through and by languages (Norton, 1997). Zacharias (2012) affirms further: 
 
English, as the world language, certainly is a major 
force in the construction of multilingual Indonesian 
identities. Also, the view that good Indonesian 
nationals need to speak only ‗Bahasa Indonesia in a 
correct way and manner‘ does not accommodate the 
very nature of Indonesians who are multilingual and 
multicultural (p. 234). 
 
It is worth noting that despite Suharto‘s persistence in ordering the Indonesian 
society to use good and correct Bahasa Indonesia, Suharto‘s mother tongue, 
Javanese,actually gained ‗political weight‘ over other languages in Indonesia 
(Candraningrum, 2008, p. 52).  Moreover, only a very few of the New Order‘s state 
officials were competent in using standard Bahasa Indonesia correctly and 
appropriately. Suharto and particularly his Javanese state officials were often made 
the target of ridicule because of their tendency to use the suffix nya, their wrong use 
of the preposition daripada and the habit of pronouncing the suffix kan as ken. 
Ironically, non-Javanese officials also imitated the language of their Javanese 
superiors as a sign of prestige and loyalty to the New Order‘s regime.  
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When globalization grew stronger, the New Order regime was clearly seen to have 
closer contact with western initiatives. For Suharto, the success of his development 
projects hinged on foreign investment. This resulted in the regime‘s strong desire to 
rely on Western knowledge, languages and cultures by the New Order (Kuswandono 
et al., 2001). Thus, Trimbur (2008) claims that ‗developmentand modernization were 
not simply schemes of domination imposed by the West but were incorporated as 
nationalist projects in China…..India, Pakistan, Egypt, and Indonesia‘ (p.147). 
Western languages, particularly English, were not only imported as an addition to the 
New Order‘s language policy but were viewed as ‗the model for language studies‘ 
(Heryanto, 1995, p. 33). This situation means that the regional languages and cultures 
in Indonesia were faced with further marginalization as Phillipson (1994) argues 
below: 
A vast amount of the aid effort has gone into teacher 
education and curriculum development in and through 
English, and other languages have been neglected. A 
Western-inspired monolingual approach was adopted 
that ignored the multilingual reality and cultural 
specificity of learners in diverse 'Third World' contexts. 
(p. 19)  
 
Both Zacharias and Phillipson‘s arguments above reveal to us that Suharto‘s 
language policy was a mismatch with the Indonesia‘s linguistic repertoire. The 
adoption of English as the model for language studies in Indonesia is nonetheless a 
paradoxical outcome of Suharto‘s nationalism project as the imposition of English 
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can also mean the imposition of an Anglophone world with little tolerance of other 
languages.  
 
I shall now turn the spotlight on the role that literature has played in the situation as I 
have constructed in this chapter. Anderson (1991), through his concept of ‗imagined 
community‘ as I have mentioned early in this chapter, shows us how literature played 
important roles in enabling the growth of national consciousness in Indonesia during 
the Dutch colonization. The invention of print capitalism was followed with massive 
circulation of print newspapers and publication of literature in the vast diverse 
population in the archipelago. As a result, the natives in the colony were able to have 
contact with literature, which gradually enabled them to understand and imagine their 
existence and their relation to their other fellow inhabitants in the colony. The growth 
of a sense of national consciousness was only possible because the natives saw that 
their imagined fellow inhabitants and they themselves had a common project to 
achieve for their imagined community.  
 
Culler (2007) drawing from Anderson (1991, p. 24) clarifies that it is ‗the narrative 
technique‘ in the novel that enables the readers to imagine something like a ‗society‘ 
(p. 26) or an imagined community. The narrative voice presented in the novel opens 
up an opportunity for the readers (and not the narrator) ‗to know what happens in 
several places at once‘ (Culler, p. 48). Culler states that according to Anderson 
(1991), the narrative voice in the novel ‘is not filtered through the consciousness or 
position of a single observer‘ (Culler, 2007, p. 48). The effects that it can bring to the 
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readers when reading a novel of this kind is that they are able to enter a world where 
they can get engaged with various voices in the novel directly as if they were having 
dialogic conversations with the characters in the text. For the readers living in a 
polyglot society like Indonesia, the many voices heard in the novel resonate well with 
the polyglot community they live.  
 
I have explained in this chapter how the making of Bahasa Indonesia as a unifying 
language of the unitary state of Indonesia was conducted at the expense of regional 
languages and dialects in the archipelago. The sacrifice that people were willing to 
make was aimed at making the common project of liberating the colony become 
possible. But when independence was already in our hands, we found that the New 
Order‘s ‗official nationalism‘ was enacted in ways that perpetuated the oppression 
over the vastly diverse languages and cultures in Indonesia. The ways nationalism 
was manipulated for political purposes during the New Order period have resulted in 
significant implications for nation building and its associated controversial questions 
including national reconciliation, ethnic and religious harmony, linguistic unity, and 
national cultural identity. 
 
Postcolonial studies have shown us that the notion of hybridity remains one of the 
main concerns that postcolonial societies have been grappling with. This means 
dealing with issues that are firmly grounded in the social relationships- a social 
space. Said (1993, p. xxix) argues that ‗partly because of empire, all cultures are 
involved in one another, none is single and pure, all are hybrid, heterogeneous, 
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extraordinarily differentiated and unmonolithic‘. This suggests to us an appreciation 
towards the richness and importance of a worldview as opposed to the one created by 
an Anglo-centric standpoint alone. Said‘s Orientalism (1979) is an attack on the 
monolithic standpoint which the ‗West‘ has falsely adopted to define their superiority 
over the ‗East‘. Said in this case offers ‗a theoretical means by which to reject 
nationalist divisions between an Us and Them, a West and an Other‘ (Haj, 2010, p. 
36).  
 
For a highly polyglot postcolonial society like Indonesia this means that the question 
of identity remains the focus of attention of this vastly diverse society. Foulcher & 
Day (2002) take the view that ‗the cultural history of the Indonesian archipelago thus 
offers a rich example of cultures as ‗unbounded‘ systems of meaning and 
signification, never pure or ‗original‘ and always in the process of renewal and 
change‘ (p. 9). This suggests to us that the notion of the interrelatedness of cultures 
remains the everyday life phenomenon of the diverse Indonesian communities.  
 
In line with Ashcroft et al. (1995), Loomba (1998, p. 206) and Foulcher & Day 
(2002) state that in order for former colonies ‗to decolonize their imperial languages‘ 
is to appropriate them ‗for their own non-standard uses‘ (p. 5). The case with 
Indonesia is however different, whose colonizer was Dutch. The emergence of 
Bahasa Indonesia as the language of colonial struggle against the Dutch also raised 
the question of how this language might be used for literary purposes to imagine the 
very community that the nationalist movement was trying to put in place. The 
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rejection of Dutch was also the rejection of using Dutch for imaginative purposes of 
this kind. This is in contrast to other colonial societies, where the struggle for 
independence has often involved an appropriation on the part of the oppressed of the 
language of the oppressor and – with reference to the status of English as a global 
language - the development of varieties of English that challenge the hegemony of 
English as it is spoken at the ‗center‘. The appropriation of English on the part of my 
interviewees does not have quite that character, though it has clearly involved (as we 
will see in the chapters that reconstruct the interviews I had with them) a tension 
between the pretensions of global English and English as they experience it at the 
interface with the heteroglot nature of Indonesian society. 
 
I have explained above that after the Dutch left Indonesia, Suharto‘s New Order 
perpetuated their colonial oppression. This is exemplified in how the New Order 
implemented their language policy. The decision to legitimate Bahasa Indonesia as 
the national language has caused the regional languages and dialects to remain 
marginal in their own homes. Through the New Order‘s ‗official nationalism‘, we 
can see that the legacy of Dutch colonialism has somehow been perpetuated by our 
fellow Indonesians. The question left for us now is how Bahasa Indonesia can be 
appropriated for literary purposes to imagine the kind of community that the 
nationalist movement was trying to put in place- the one that reflects a ‗common 
project for the present and the future‘ (Anderson, 1999, p. 3).  
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The idea of appropriating the language of the imperial however, rings true for a 
postcolonial society like Indonesia. It can be implemented by using Bahasa Indonesia 
for non-standard uses. The example of this kind of appropriation can be found in the 
work of two of Indonesia‘s leading writers, Mangunwijaya and Andrea Hirata. The 
ways these writers use Bahasa Indonesia for literary purposes in their novels prompt 
Indonesian readers to imagine the very community they lead their daily lives in a 
creative way.  Foulcher & Day (2002, p. 7) explain below how Mangunwijaya‘s use 
of non- standard Bahasa Indonesia in his novel enables him to draw his readers to the 
diversity of cultures and languages that characterize the very imagined community of 
their readers-a contrast to the imagined community created by the State‘s official 
nationalism: 
Mangunwijaya‘s style functions as a lingua franca 
mediating between the diverse cultures, linguistic 
registers, social classes and genders represented in the 
novel, rather than a language with a fixed identity and 
authority of its own (p. 7). 
 
The quotation above shows us how Mangunwijaya presents his novel at the interfaces 
between Bahasa Indonesia and other regional languages and dialects that exist in the 
archipelago as a way to raise a sense of Indonesia‘s imagined community in his work. 
This is an effort that is in conflict with the New Order‘s nationalism, which privileges 
standard Bahasa Indonesia at the expense of Indonesia‘s linguistic and cultural 
heterogeneity. Hirata‘s autobiographical novel Laskar Pelangi (2005), which I 
discuss in my conclusion chapter, is another major example of Indonesian literature, 
which acknowledges the linguistic and cultural diversity of Indonesia. To convey a 
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sense of Indonesia‘s heterogeneity, Hirata uses Bahasa Indonesia at the interfaces of 
not only Indonesian regional languages and dialects, but also foreign languages such 
as English, Arabic and even Latin. His choice of Belitong as the background of his 
book also challenges both the New Order‘s ‗Javanese centric perspective and even 
narrowly, a Jakarta-centric envisioning of the entire nation‘ (Budiman, 2011, p. 3) - 
that the nation-building project of Indonesia is not merely about imagining Java or 
Jakarta. The attempts that Mangunwijiaya and Andrea Hirata make to present the 
polyglot nature of the Indonesian communities are important in order to give Bahasa 
Indonesia ‗a home‘- ‗a source of cultural authority and location intrinsic to itself‘ 
(Foulcher & Day,  2002,  p. 8).  
 
It is worth noting how postcolonial scholarship in Indonesia has also begun to 
appropriate the translation of Indonesian literary works into English. The work of 
Indonesian leading writers such as Pramoedya Ananta Toer and Andrea Hirata are 
examples of the work that has been translated into English and inmany other 
Western languages. For postcolonial societies, translations of this kind will 
contribute to not only the de-privileging of Standard English but more importantly to 
the facilitation of ‗a vehicle of cultural communication and perhaps a mode of 
cultural survival‘ (Ashcroft et al., 1989, p. 205). The deprivileging of Standard 
English can be achieved by letting ‗untranslated words‘ (Ashcroft et al., 1989, p. 62) 
remain in the text. The autobiographical nature of Pramoedya‘s and Hirata‘s work 
also play a significant role in allowing their readers to understand how their own 
lives have also been largely affected by the political and social conditions around 
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them. Having read an autobiographical narrative work, readers gain some 
understanding about their location and relation within and with their imagined 
community.  
 
In accordance with all that I have said in this chapter, I want to conclude that the 
whole of my thesis is directed against essentialist notions of language which 
privileges mother tongue or language as it is spoken by native speakers. As 
subsequent chapters will show, I have located my analysis in a realm beyond any 
notion of English, Bahasa Indonesia and Minang in essentialist terms – as, for 
example, in the use I made of Laskar Pelangi, an autobiographical novel in Bahasa 
Indonesia, at the heart of my English Literature classrooms. The novel clearly shows 
to its readers that despite the privileging of Bahasa Indonesia by the New Order 
government, it cannot stand alone within the rich linguistic practices and multiple 
identities of Indonesia.This is to say that the imposition of Bahasa Indonesia as an 
official language should be accompanied with anappreciation of local languages and 
cultures and the acceptance of English and other foreign languages. The history of 
the making of Bahasa Indonesia motivated me to learn from the experience of the US, 
one of the major English speaking countries in the world, where English only found a 
foothold with much difficulty (Fishman, 1969, Trimbur, 2008). Drawing from 
Fishman, Trimbur (2008) confirms that English is in fact ‗not the deeply rooted 
mother tongue of generations of native speakers‘ in the US (p. 145). And yet, as 
Fishman continues, English remains the only language available to the US diverse 
populations that can ultimately ‗recognize, sensitize, clarify, and intensify‘ 
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themselves (p. 52), though often at the cost of the ‗forgetfulness‘ and ‗denial‘ of the 
languages of those communities that settled in the United States. There is at least a 
similarity with the story of the settlement of Bahasa Indonesia which remains the 
only available language to communicate amongst the majority of the Indonesian 
community languages whose mother tongue was not Bahasa Indonesia. The whole 
enterprise of ‘Bahasa Indonesia‘, however, might be judged as the imposition of an 
official or even invented language on populations who spoke other languages. Like 
nationalism (a la Anderson), it represents an ‗imagined‘ community, and there is 
nothing natural or essential about it.  
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CHAPTER 3 
Storytelling: a knowing practice 
 
A living human being cannot be turned into the 
voiceless object of some second hand, finalizing 
cognitive process. In a human being there is always 
something that only he himself can reveal, in a free act 
of self-consciousness and discourse, something that 
does not submit to an externalizing second hand 
definition. 
Gramsci, A. (1986). Selections from the Prison Notebooks, 
ed., trans. Q. Hoare and G. Nowell Smith, London: Lawrence 
& Wishart. 
 
 
This chapter provides an account of my research journey with respect to the 
methodological choices that I have made. A substantial part of the chapter will focus 
on the heuristic value of storytelling for conducting research within a post-colonial 
framework (Ashcroft et al., 1989). I chose storytelling for my research because this 
seemed an appropriate way to inquire into why I became a teacher of English 
literature, and to begin to understand why my interviewees had developed a similar 
professional commitment. Applying storytelling, I was able to investigate heteroglot 
nature (Bakhtin, 1984) of Indonesia as a language community shaped by the history 
of colonizationand the globalization of English. 
 
As I have explained at the beginning of Chapter One, in order to understand my own 
commitment to teaching English literature, I first began by writing stories about my 
education and upbringing, as well as my professional experiences as a teacher at my 
university. After producing several drafts of my autobiography, I solicited further 
stories from my research participants through a series of open-ended interviews. 
Through storytelling, I believed that both my interviewees and I could gain valuable 
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insights into our situation as teachers in Padang. But the act of storytelling 
undoubtedly enabled us to achieve more than an understanding of our lives, and why 
we are what we are.  It also proved to be an opportunity to affirm our place in this 
world and to ‗speak back‘ in precisely the sense in which Ashcroft and his co authors 
mean when they invoke the notion of the Empire ‗writing back‘ (Ashcroft et al., 
1989) in order to describe the ways in which writers in postcolonial settings have 
variously appropriated the languages of their colonial masters in an effort to 
represent their experiences. I felt that we, too, were appropriating, resisting and 
negotiating the norms and the system of reasoning that have long dominated the 
teaching of English literature within the postcolonial societies, speaking back even as 
we were using English, the language of globalization and domination by the so-
called ‗West‘(Said, 1979).  
 
My research is an interpretive or hermeneutic study, involving different protocols 
from those associated with ‗scientific‘ inquiry, in which questions are posed and 
answers sought as though I can simply stand outside the field of inquiry without 
engaging in it (Hamilton, 2005, pp. 285-289; Philips & Burbules, 2000, p. 76). My 
study asks what it means to be a teacher of literatures in English in a polyglot society 
like Indonesia that has been shaped by colonialism. It concerns the identities of 
English teachers within such a polyglot society – identities that are inevitably 
mediated by the conflicting ideals and values that characterize a postcolonial society, 
the national ‗imaginings‘ (Anderson, 1991) arising out of Indonesia‘s history as a 
colony and then an independent nation. The form taken by my inquiry arises out of 
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this situation, and might be said to represent my attempt to articulate a standpoint 
vis-à-vis the way Western knowledge and culture have sought to define the situation 
of people like me. My aim here is to explain my approach to my inquiry, justifying it 
as one that is suited to the complexities of the socio-cultural situation in Indonesia, 
and specifically Padang, the region to which my interviewees and I belong. Our 
autobiographies intersect, without completely merging into one another. Crucially, 
what they have in common is that they can all be read as responses to the history that 
has produced each of us. 
 
3.1. Situating „self‟ in context 
 
Beginning with one‘s ‗self‘ has, in fact, been seen by many scholars as a legitimate 
starting point for inquiry, particularly with respect to research in education (Miller, 
1995; Clandinin & Connelly, 2000; Said, 1991). I, too, have constructed an 
autobiographical text, attempting to develop an understanding of the history of the 
making of myself as an inescapable framework for engaging in my larger inquiry. 
My autobiographical narrative is, indeed, a tool for inquiring into my ideological 
standpoint as a product of my education and upbringing. I do not simply present my 
life as if it had lived in isolation from everything around me, but as it has been 
shaped by larger social and historical relationships (as conceptualized by theorists 
like Anderson [1991] and Said [1991]).  
 
My decision to engage in my autobiographical narrative as a way of beginning my 
research derives from my willingness to try to understand my own self or to obtain 
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what Gramsci (1986) calls ‗a consciousness of what one really is‘ at a particular 
moment in time (p. 324). This is in order to better understand what Gramsci 
characterizes as ‗the common sense‘ of my everyday life, opening up my habitual 
practices and beliefs to scrutiny, rather than simply accepting them as a given. This 
should not, in other words, be taken as some kind of attempt to identify my essential 
self, as though it is ever possible to be completely at one with who I am. Instead of 
revealing my essential self, my autobiographical narrative reports ‗where I am now 
on my journey‘ (Doecke, 2013, p. 14). This in turn is in line with Ricoeur (1984), 
who remarks that ‗the world unfolded by every narrative is always a temporal world‘ 
(p. 3), always involving a play between past, present and future, between my 
memories and my hopes as I try to live my life in a fully conscious way. 
 
My early engagement with storytelling through the writing of my autobiographical 
narrative has not been free of conflict. Initially I was concerned as to whether telling 
my personal story could really have a place within a PhD thesis. Was it acceptable to 
write as ‗I‘ instead of adopting a more ‗objective‘ standpoint? But I put these doubts 
aside, and in the process of telling my stories I began to realize that my own life 
represented a legitimate focus for my inquiry, that my ‗I‘ was not simply something 
that I could take for granted, and that an investigation into my education and 
upbringing could provide a generative framework for my research on the teaching of 
English literature in Indonesia. Why had I become a teacher of English? Why did I 
think it was valuable to teach English literature? I was asking myself the same 
questions that I would ask my interviewees. I told myself many stories, and I 
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eventually chose to re-craft only a few of them for the purpose of this inquiry. In 
these ‗unfamiliar waters‘ (Miller, 2005, p. 147), I made my best efforts to swim 
‗deep into the writing‘s ocean‘ (Rohmah, 2008, p. 61).  
 
To some extent this process has meant disengaging from my previous understanding 
of storytelling as an activity in which people engage in their everyday lives. My 
education and upbringing have told me that storytelling, which in Bahasa Indonesia 
means bercerita, involves the act of ‗retelling‘ a story verbally to an audience, often 
by improvisation or embellishment as a means of entertainment, education, cultural 
preservation, and instilling moral values. That use of storytelling remains vitally 
important to me, but such an activity is quite different from using storytelling as a 
vehicle for inquiring into the issues that are of concern to me in this study. 
 
During the twelve years of my professional career as an English teacher, I have 
never once been invited to tell my story so that I could reflect on the complexities of 
my work as someone who teaches English as a foreign language in Indonesia. This is 
not to say that I have never been brought to account for myself, as happens when the 
Indonesian state officials from the directorate of Higher Education visit my 
institution.The BAN-PT officials (National Accreditation Board for Higher 
Education) visit us regularly, making everything that we do an object of their 
scrutiny, as though every moment of our lives should be devoted to fulfilling their 
demands. Every time they announce they are visiting us, my colleagues and I find 
ourselves preparing piles of documents, mostly in the forms of numbers, graphs, and 
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tables and short statements and descriptions about the strength, challenges, threats 
and opportunities that our department has faced. We do not forget as well to polish 
our offices to impress the officials upon their arrival in our institution. Sessions are 
organized for both teachers and students to have conversations with the state 
officials, but we are warned not to say anything that can jeopardize the status of our 
English department, because our aim is to achieve an excellent accreditation. Our 
minimum target has always been to get at least Akreditasi B or B accreditation.  
 
In comparison with the effort necessary to represent my professional practice in a 
form that is acceptable to government officials, the process of storytelling might at 
first seem to be something that is free from constraints. But I began to realize that by 
writing stories about my life I was faced with a different set of challenges. Writing 
an autobiography is more than just relating or putting together a sequence of events 
with a beginning, middle and an end, as though the events of one‘s life are simply 
there to be told. Rosen (1986) gives some idea of the intellectual and imaginative 
effort involved in reconstructing one‘s experiences in story form: 
 
To tell a story is to take a stance towards events and, rather 
than reflect a world, to create a world. To begin a story is to 
make a choice from infinity of possibilities, selecting one 
set rather than another. That is why it is not just fiction, 
which is an exercise of the imagination; it is any 
construction of narrative coherence. (p. 231).  
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And instead of just telling about my life as though it is my personal story, the writing 
of my autobiography has been politically situated. This has been inescapable. If, 
when preparing for the visit of state officials, I find myself grappling with official 
expectations and values, so my storytelling has involved an ideological struggle, but 
this time one that has involved critically engaging with the beliefs and values of the 
society around me. Doecke, Brown & Loughran (2000, p. 336) argue that ‗telling 
stories always involves negotiating issues of community membership and identity‘. 
Telling stories means reconstructing experiences that are mediated by social and 
historical contexts. Instead of just learning about my own self, the writing of my 
autobiography had prompted me to try to understand and reflect critically on the 
people and the values that have shaped my life- ‗reconstructing a web of social 
relations of a larger dimension‘ (Budianta, 2012, p. 257).  Hence my attempt to go 
beyond the personal and to embrace social and historical dimensions as they are, 
made available to me in scholarly studies like Benedict Anderson‘s Imagined 
Communities.  
 
When I began writing my stories, I faced another major challenge, in that I was 
required to find my own ‗voice‘ in English. The fact that I have been obliged to write 
in English, as I have explained in Chapter One, means that I have to comply with the 
language norms enforced by this language. I did not want however, to surrender to 
the knowledge and power invested in the English language. Through the very fact of 
writing in English, I resolved to ‗speak back‘ to the ‗center‘, appropriating English 
for my own purposes. Writing my autobiographical narrative in English became my 
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way of negotiating a space between English and the other languages I speak. In 
doing this, as I have mentioned in Chapter One, I follow Phan Le Ha (2009) who is 
able to write in English but in her ‗own voice(s)‘ (p. 137). This means that I present 
my representations of my experiences and beliefs predominantly in English, but 
through combining words and phrases from Bahasa Indonesia, Minang and Arabic. I 
try to tap into this ‗plurality of consciousness‘ (Bakhtin, 1984, p. 6, Ashcroft et al., 
1989). Thus I hope to convey not only a sense of my ‗voice‘ and ‗identity‘ through 
my writing in English, but also ‗a sense of wholeness, richness, connectedness and 
belonging‘ (Phan, 2009, p. 137) that stretches beyond the Anglophone world as it is 
narrowly conceived. This is a generative way of speaking and writing about my life, 
always mindful of the interface between languages, and of the interface between the 
worlds those languages represent. Not everything in the world happens in English or 
can be explained in English (Doecke et al., forthcoming) 
 
My autobiographical narrative is my ‗personal investment‘ (Said, 1979, p. 25) in this 
inquiry, resulting from my consciousness of being an ‗Oriental‘, learning and then 
teaching English language and literature in a postcolonial setting like Indonesia. My 
autobiography describes my efforts to restore ‗my voice‘ which has been reduced 
and suppressed by the privileging of English. To do this, I have had to locate ‗the 
East‘ at ‗the center of attention‘ (Said, 1979, p. 26), overturning the hierarchies that 
structure academic discourse in the Anglophone world. There is a ‗worldliness‘ (to 
borrow again from Said, 1991) about my personal investment in this study. I do not 
live in a vacuum, but I am the product of an ensemble of social, political, cultural 
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and historical relationships. I place my autobiographical narrative alongside that of 
the accounts of their lives given to me by my interviewees, who, like me, also teach 
English literature in Padang. My inquiry into aspects of my personal life and 
professional work has also brought me to a new understanding about the importance 
of reforming not only the ways I teach English literature to my students but how I 
treat my students as unique human beings who have their own stories to tell about 
negotiating their identities in a polyglot society like Indonesia.    
 
The deeper I became immersed in my self-narrative, the better I came to understand 
how my life has been shaped by contexts that extend beyond the immediacy of my 
world in Padang. Sikes and Gale (2006) highlight the significance of narratives in 
educational research in light of the fact that ‗human beings are storying creatures that 
make sense of the world and the things that happen to them by constructing 
narratives to explain and interpret events both to themselves and to other people‘ (p. 
1). In addition, Sikes (2010, p. 13) argues that the ‗use of ―I‖ explicitly recognizes 
that such knowledge is ‗contextual, situational and specific‘. In this vein, Denscombe 
(2010) remarks:  
We can only make sense of the world in a way that we 
have learnt to do using conceptual tools, which are based 
on our own experiences. We have no way of standing 
outside these to reach some objective and neutral vantage 
point from which to view things ‗as they really are‘ (p. 
86). 
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My self-narrative has indeed heightened my awareness of not only my ‗self‘, but the 
multiple selves that constitute ‗me‘: I am not only an Indonesian, but a Muslim, a 
Minang woman and a mother. I am obliged to teach English Literature to students 
whose daily lives are shaped and colored significantly by Islamic, Indonesian and 
Minangkabau values. Within this space in my classroom, there is no ‗objective and 
neutral vantage point‘ available to any of us (to borrow Denscombe‘s words), only 
the possibility of reflexively engaging with the languages and cultures that have 
made us. This is what writing my autobiographical narrative has done for me. 
 
My self-narrative explains the standpoint from which my research is located. It 
reflects on my experiences of learning English language and literature both as a local 
student in Indonesia and as an international student in Australia and on how these 
moments have in turn influenced and shaped my life significantly as a teacher and 
researcher. My learning and teaching experiences of English language and literature 
have continually raised questions about the value of what I have been doing. This 
may seem paradoxical, but it is nonetheless true. As I have mentioned earlier in 
Chapter One, I have been repeatedly challenged to reflect on the choices that I have 
made- why I decided to major in English Literature as both an undergraduate and a 
postgraduate student and later to choose teaching English literature as my 
professional career. What relevance does English really have for my life and the 
lives of other people living in Padang? Clandinin and Connelly‘s (2000) remark 
about the impulse behind their research captures significant dimensions of my own 
inquiry: 
   
 
  
112 
  
 
Our questions, our research puzzles, have focused around 
the broad questions of how individuals teach and learn, of 
how temporality (placing things in the context of time) 
connects with change and learning, and of how institutions 
frame our lives (p. 1). 
  
My autobiography opens up contradictions and complexities that might be identified 
as typifying the situation of people in postcolonial societies that are now subject to 
further globalizing pressures in the form of corporate capitalism and the spread of 
English. Through my self-narrative, I have tried to develop a perspective on my own 
life and the lives of other people at this particular moment in time. My interviewees 
reflect on their life histories and variously making connections between their lives 
and the larger histories of which they have been a part. As Cavarero (2000, p. 36) 
remarks:  
Biographies or autobiographies result from an 
existence that belongs to the world, in the 
relational and contextual form of self-
exposure to others.  
 
 
My own autobiographical narrative and the stories that my interviewees have 
shared with me, are peculiarly suited to ‗self-exposure‘ of this kind. 
 
3.2. The value of storytelling for research within a postcolonial framework 
 
My storytelling operates at the intersection between autobiography and history, 
helping me to develop an awareness of the social and historical conditions that have 
surrounded and shaped my life. This kind of reflective writing is important for me in 
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order to better understand the roots of the dilemmas that I face in my teaching career. 
My self-narrative helps explain and interpret events both to myself and to other 
people, most notably my English teaching colleagues in Padang. The process of story 
writing has given my experiences a status that they would not have otherwise had, 
enabling me to affirm my existence as a ‗self‘, as a particular individual living within 
a specific social and cultural context who is trying to understand the meaning and 
purpose of her life.  
 
I cannot imagine how it would be possible for us human beings to get by from day to 
day without telling our stories. Whenever I get home from my work, I know that 
stories are awaiting me, to be listened to as my two little children tell me stories 
about their school day. I value their act of telling me their stories not only as a way 
to strengthen the bond between us, but also as a means for me to appreciate their 
emerging identities. Their stories also prompt me to reflect on my own self - on the 
kind of person that I am and the parent that I have been to them. Like my children, I, 
too, have the impulse to tell others about how my life is going. And just as I want to 
share my stories with others, so they want to share their stories with me. The 
narratives of the world, as Roland Barthes has remarked, are truly ‗numberless‘ 
(Barthes, 1978, p. 79). 
 
By reflecting on the way stories ‗form the fabric of our lives‘ (Doecke, 2013, p. 12), 
we can appreciate the role that storytelling can perform for researchers who seek to 
investigate issues of language education within a postcolonial framework. Clandinin 
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& Connelly (2000) argue that in order for educators to have meaningful 
communication in their classrooms, it is necessary to ‗think narratively‘. This can be 
done by respecting the histories that each person brings to class. In the context of 
doing research, again it is also important for researchers to ‗think narratively‘ when 
they approach others to share their experiences with them. Storytelling in a research 
context allows the interviewer and the interviewees to speak about their own 
experiences, moving ‗from the general to the particular‘ (Pinnegar and Daynes, 
2007, p. 21) and back again, thus revealing a standpoint ‗within‘ the world rather 
than vis-à-vis it, as though they are standing outside it. This does not presuppose that 
‗our life experiences‘ are isolable from the social and historical contexts that mediate 
them. To the contrary, my consciousness of the specific situation that my 
interviewees and I share as English teachers in Padang has made me very aware of 
the larger contexts around us. 
 
Anderson (1991) uses his concept of ‗imagined communities‘ to name the 
metanarratives that people in colonial societies have constructed in order to give 
meaning to their lives (Wertsch, 2007). The relationship between these larger stories 
and the stories that people share on a day-to-day basis is very complex. It is not as 
though they fold into each other, or that people all identify with the story of the 
‗imagined community‘ (the myth of national identity that becomes so important in 
the struggle for independence) in the same way, or that this story always remains 
exactly the same, serving the same purposes. Yet within the context of these larger 
stories, the attempts by individuals to find a voice and tell their personal stories 
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remain crucially important. As I have explained in Chapter Two, the Indonesian 
struggle for independence can be explained in terms of large historical 
developments, such as the emergence of print capitalism, which helped communities 
in the archipelago to engage with the idea of belonging to one nation – this is what 
Benedict Anderson teaches us (Anderson, 1991). But another commentator draws 
out the significance of the smaller narratives, the more personal struggles to tell the 
story of one‘s life within this context. Indeed, Watson (2000, p. 1) believes that the 
growing circulation of autobiographies in Indonesia during Dutch colonization 
helped ‗sympathetic readers to develop a different perspective from those currently 
available to them in the form of, for example, standard histories‘. According to 
Watson, what matters is not whether the writers of the autobiography can be 
considered wholly representative of the society or not. (p. 8). The autobiographies 
constituted ‗a dialogue‘ between the writers and their nation that remains of 
significance to us (Watson. p. 3). It is this kind of ‗dialogue‘ that I imagine my 
interviewees and I are conducting when we tell our own stories. 
 
By grappling with personal experiences, we can begin to realize how our lives have 
been influenced and shaped by the political and social conditions around us. To 
develop an understanding of one‘s personal experiences within a postcolonial setting 
like Indonesia is to become aware of one‘s location within the meta-narratives of 
Indonesian history (or the competing histories surrounding the regimes of Sukarno 
and Suharto) and thus to confront the colonizing legacies that are still operating at all 
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levels of society in Indonesia, including the institutional settings in which my 
interviewees and I work.  
 
Applying storytelling as the accepted mode of conversation with my research 
participants, I allowed them to present versions of their stories, by switching between 
English, Bahasa Indonesia and even Minang. This means that I allowed them to use 
Bahasa Indonesia or even Minang without having to provide me with an English 
translation. This is an effective voice of speaking back ‗to the hierarchical structure 
of power‘ perpetuated by the use of English (Ashcroft et al., 1989, p. 7). Although  I  
did my best  to  make  a  faithful  translation of  the interviews from Bahasa 
Indonesia and Minang into English, I must admit that my efforts to do this were 
often in vain. This is in accordance with what Bakhtin (1981) writes about a ‗living‘ 
language, when he argues with respect to a national language that it can ‗never‘ be 
unitary: 
It [Language] is  unitary  only  as  an  abstract  grammatical  
system  of normative forms, taken in isolation from the 
concrete, ideological conceptualizations  that  fill  it,  and  
in  isolation  from  the  uninterrupted process of historical 
becoming that is a characteristic of all living language. 
Actual social life and historical becoming create within an 
abstractly unitary national language a multitude of concrete 
worlds, a multitude of bounded verbal-ideological and 
social belief systems; within these various systems 
(identical in abstract) are elements of language filled with 
various semantic and axiological content and each with its 
own different sound (p. 288). 
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The difference between my situation and the situation that Bahktin describes is that 
the language environment that I and my interviewees experience is a polyglot one, 
where speakers typically choose amongst a range of languages available to them in 
order to represent their experiences (their ‗historical becoming‘) and to negotiate a 
pathway from day-to-day. Translating the interviews from Bahasa Indonesia and 
Minang into English means working on the border where two to three languages 
intersect, without every fully merging with one other. My translation occurs at the 
‗contact zone‘ (Pratt, 1991, p. 37) between Bahasa Indonesia, Minang, and English. 
As a result, I cannot avoid traces of the Indonesian and Minang systems of values 
and worldviews, which resist being completely translated into another language. The 
words bule and kampung (not kampong), for example, are left without their English 
translation because there are no exact words in English that can fully explain details 
of the sense, sound and structure of these words.  
 
3.3. Qualitative research  
My research is a qualitative study that is grounded in the interviewees‘ 
understandings of their individual lived experiences as both students and then 
teachers of literatures in English in universities in Padang. Mason (2002, p. 1) argues 
that qualitative researching is ‗a highly rewarding activity because it engages us with 
things that matter, in ways that matter‘. Minichiello, Aroni, Timewell & Alexander 
(1990, p. 5) define qualitative research as an attempt to ‗capture people‘s meanings, 
definitions and descriptions of events‘. Instead of aiming at producing a general 
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picture or the average, qualitative interviews are especially concerned with how 
things work for people in particular contexts (Mishler, 1986, Mason, 2002, Trahar, 
2006). This is an alternative approach aimed at what Doecke, Turvey & Yandell 
(2016) call ‗dislodging us from broad brush-stroke claims‘ about the teaching and 
learning of English Literature in postcolonial societies. In the context of my research 
this means scrutinizing the stories shared by my respondents about their decisions to 
study and then teach English Literature despite the many other choices available to 
them, and how they ‗attach meanings‘ to the complexities and particularities of the 
situation, and the challenges and experiences that they faced (Elliott, 2005, p. 17). 
Given the length of time my respondents had spent between their childhood, their 
entry into their tertiary education and then their professional career, it was important 
for me to explore the ways in which their identities have changed or developed, and I 
felt that this could best  be  done  through  conversations  generated through  
interviews with  them. 
 
Although my research is not ‗ethnographic‘ in the strictest sense of the term, I have 
drawn on methods and approaches characteristic of ethnographic research. Aiming 
my research at exploring ‗meaning‘ rather than ‗truth‘ as the legitimate end product 
of my inquiry, I foregrounded the situated character of my research in order ‗to 
capture and do justice to the lived experiences‘ of those under scrutiny (Chowdhury, 
2008, p. 123). As Chowdhury comments: 
 
Such research is a hybrid approach characterized by two 
demands on researchers: observing a setting and gathering 
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data as researcher, and getting directly involved in the study 
setting, thereby researchers themselves being included as 
objects of inquiry (2008, p. 123).  
 
Having lived among my research participants, I shared this space with them by 
placing myself as one of the cases under scrutiny. I did not leave Padang to study and 
then return to it as though I could look at the circumstances of my education and 
upbringing with an ‗objective‘ or dispassionate eye. Throughout my inquiry I have 
tried to write my way back into my culture and through this process to remind myself 
of the world of experiences that my interviewees and I share. I attempted to do this in 
a ‗knowing‘ way, (Kemmis, 2005) benefiting from the fact of having ‗found myself 
in a foreign land‘ (as I describe in Chapter One), but this has not been at the expense 
of understanding my life as it has been lived.  
 
3.4. Case studies of teachers of English literature in Padang 
 
Geertz (1973) argues that case studies are conducted in order to reflect ‗what it is 
like to be in a particular situation, to catch the close-up reality and thick description 
of participants‘ lived experiences, thoughts about and feelings for a situation. They 
involve looking at a case or phenomenon in its real-life context, usually employing 
many types of data. They are descriptive and detailed, with a narrow focus, 
combining subjective and objective data. It is important in case studies for events 
and situations to be allowed to speak for themselves, rather than to be largely 
interpreted, evaluated or judged by the researcher. Hence, it is important for events 
and situations to be evoked in a way that shows how they ultimately escape 
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interpretation, how they resist being evaluated or judged in terms imposed by the 
researcher (Cohen, Manion, & Morrison, 2000). 
 
Descombe (1998) argues that one of the main benefits of applying a case study 
approach is that it has the ‗potential to deal with the subtleties and intricacies of 
complex social situations‘ (p. 31). The accounts of the unique and the complex 
experiences that my interviewees shared with me reveal how both learning and 
teaching English literature have meant something different for each of them, despite 
the situation we share in common.  As a researcher, I have resolved not to reduce the 
details of their accounts to being merely illustrative of any generalizations that I 
might make in my efforts to understand our situation. My approach involves a 
constant dialectic between the specific details of their lives and the generalizations 
that I might make about their work as English teachers in a postcolonial society like 
Indonesia. The interview situation was equally important to my interviewees as it 
was for me, providing them with an opportunity for them to talk and gain a 
perspective on their lives. They had their purposes, just as I had mine, and I resolved 
to respect what they invested in the interview situation and to avoid treating them 
simply as sources of ‗data‘. This is why, as I have informed earlier, I applied 
storytelling to obtain the data for my study using a ‗somewhat loosely constructed 
model‘ called open-ended interviews (Wiersma, 1995, p. 212).  
 
3.5. Recruitment of research participants and data collection 
 
I expected that my interviewees would be open to share their experiences and 
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feelings and were capable of conveying their ideas clearly with me. Specifically, 
preferred participants were those who have had experiences in both studying and then 
teaching English Literature in Padang. I used several channels to reach and recruit 
my research respondents. Mainly they were invited via email and formal letters 
through a third party (the Head of the English Department in each institution). After 
showing their interest to get involved in my research project to the Head of the 
English Department in their institutions, I followed up their acceptance by contacting 
each respondent via telephone calls. We then set up a schedule to meet for the 
interview sessions. 
 
There were six teacher participants who were willing to get involved in my research 
project. Each teacher was scheduled to meet with me three times for the interviews 
sessions. But I failed to interview one teacher for three times due to the teacher‘s 
commitment to her work. This means that I could not obtain enough stories from this 
respondent. I also had to drop another two case studies after scrutinizing the 
interviews transcripts. I found that some of the stories shared with me were irrelevant 
to the purposes of my research. As a result, I ended up analysing only three accounts 
from three interviewees. 
 
This research formally involved three rounds of data collection. I tried to allow at 
least two weeks between each interview in order to give my interviewees some time 
to reflect on what they had shared with me during the previous interview. Before data 
collection or interviews took place, details of procedures to be conducted in the study 
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were explained to them, including the format, times and duration of the research. 
‗Language Statements‘ and ‗Informed Consent Forms‘ were distributed to 
participants. I also informed the participants that I would respond to any inquiry they 
put forward. Each interview took approximately 60 to 90 minutes. I really enjoyed 
the data collection stage as it gave me valuable opportunities to meet different 
teachers with different interesting stories to share. The interviews opened up more 
layers of challenges that the teachers in the English department faced. Before the first 
interview began, I asked each participant to complete a form and put in their contact 
details, age and educational backgrounds. I also asked them to sign a consent form 
which signaled their involvement in my research project.The interviews with the 
participants were tape recorded, transcribed and some were translated into English 
from Bahasa Indonesia and Minang.  
 
3.6. Open-ended interviews 
I conducted open-ended interviews with my research participants in order to listen to 
and exchange ‗first-hand stories‘ about the complexities of our education and 
professional work as teachers of English Literature in Padang. I believed that open-
ended interviews would respect the agency of my interviewees. Mishler (1986) 
affirms that open-ended interviews invite respondents ‗to speak in their own 
voices...control the introduction and flow of topics...and extend their responses‘ as 
they see fit (p. 69). Another key point that I always kept in mind was to avoid the 
impression that I went into the interviews with preconceived ideas, thus running the 
risk of appearing to ascribe views to my interviewees that they did not share. This 
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reflects the ethics of my approach towards my interviewees. I also  want to make it 
explicit here that my use of the term ‗data‘ to refer to stories that my interviewees 
shared with me is different from the way ‗scientific‘ research often uses this term to 
signify the evidence on which to make generalizations. Laing (2000, p. 267) states 
that an interview is ‗inter-subjective‘ because both the interviewees and interviewer 
share their interpretations of the world in which they live, each speaking from her/his 
own standpoint. Interviews, then, allow people to learn more about other people. In 
the context of my research, this means that my purpose was not to generalize the data 
that I obtained. Instead, I aimed at obtaining detailed accounts of my interviewees‘ 
personal experiences and professional work, exploring what it means to each of them 
to teach English Literature in a Padang- how they come to be what they are, the 
social and cultural conditions that were formative in their development, the 
contrasting perspectives between their professional and intellectual commitments 
and so on. In this respect, the interviews served as a vehicle for my research 
interviewees to articulate their sense of self, and the values they hold dear. I believed 
that this type of interview would provide me with access into each interviewee‘s 
unique and particular ways of looking at the world. 
 
Mishler (1986, p. 118) recommends that when conducting an interview, the 
interviewer should always be aware of the need to maintain an egalitarian 
relationship with the interviewees by giving them opportunities ‗to empower‘ 
themselves by participating actively in the interview situation. They should be able 
to bring their own purposes to the exchange and to engagein the ‗joint construction 
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of knowledge‘ (Mercer, 1995).This is also to say that meaning does not simply exist 
‗within the interview‘, quietly waiting for us to retrieve it (Hoel, 1997), but is the 
product of the interpretation and re-interptetation of the ‗speech event‘ (Mishler, 
1986, 1990) of the interview. 
 
Mishler (1986) argues that ‗to be empowered is not only to speak in one‘s own voice 
and to tell one‘s own story but to apply the understanding arrived at an action in 
accordance with one‘s own interests‘ (p. 119). This is also to acknowledge that I can 
never fully know my interviewees, that I must resist taking an all-knowing stance, as 
though I comprehend everything that they have to tell me. Language is crucial here. 
It is both a barrier, a sign that we are obliged to interpret what we hear, and that we 
can never be sure that we have fully captured the meaning of what has been said, and 
yet it is the indispensable means for gaining access to ‗reality‘ (Eagleton, 2007). 
 
I started the first interview session by asking some general questions on the 
respondents‘ educational backgrounds. The aim was to invite them to share with me 
the stories of their early contact with English. A thorough account of how the first 
interview was conducted is given later in Chapter 5. The second interview was 
focused on listening to my respondents‘ stories about their early engagement with 
Bahasa Indonesia at school. The last interview was centered on listening to my 
respondents‘ stories about their decisions to major in English in university and then 
teach English literature. One of the salient patterns of open-ended interviews that I 
conducted with my interviewees was the level of detail I sought and the degree of 
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shared knowledge I (re)constructed with my respondents through the interview 
process. This resulted in opportunities to listen to the particularities and uniqueness 
of my interviewees‘ experiences.  
 
I encouraged my respondents to tell their stories in whatever fashion they chose. I 
only interrupted them with a question primarily for clarification or information. 
However, occasionally I also slipped into an account of my own education, 
upbringing and professional work in order to enhance not only the dialogical quality 
of our interviews but also to reveal my subjectivity. I believe that this type of 
interview process will provide both a researcher and the researched an opportunity to 
reflect on each other‘s biographies and knowledge that we bring into our 
conversation (Belgrave & Smith, 1995). During the interview sessions, I could feel 
that a sense of companionship was gradually established between us- the researcher 
and the researched. Although my participants were cognizant that the interviews 
were being audio taped, the transcripts showed that they were quite relaxed and were 
more conversational in nature than might be expected between strangers in a formal 
interview situation. Changes in topic were common and so were interruptions and 
laughter. 
 
3.7. Data interpretation and analysis 
 
The data for my study is drawn from three sessions of open-ended interviews with 
each of my teacher respondents. The interviews did not simply provide me with 
‗meaning‘ then and there. ‗Meaning‘ is also something that I had to construct through 
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my reading of the interviews transcripts. I applied a qualitative methodology to 
analyse the data that I obtained for my study. The aim was to examine my 
respondents‘ stories in order to understand variations and patterns of their lived 
experiences. I approached the interviewees‘ stories as narrative accounts (Mishler, 
1986). Thus, I examined patterns as they related to five specific areas: (1) individual 
experiences with  English and Bahasa Indonesia during childhood in both formal and 
informal contexts, (2) individual experiences in learning literature in both Bahasa 
Indonesia and English, (3) individual experiences of teaching English Literature in 
universities in Padang, (4) problems and challenges faced in learning and teaching 
English Literature, and (5) individual attempts or efforts made by interviewees to 
enact identities during their learning and teaching journeys and to give meaning to 
their lives in the context of Indonesian history, society and culture. This was not just 
a matter of identifying the themes that my interviews had in common, but being 
sensitive to how each interviewee constructed an account of her/his experiences.  
 
To process my interviewees‘ accounts, I firstly constructed biographies of their 
learning and teaching experiences. Then I analysed the commonalities as well as the 
particularities and uniqueness of their experiences, individual beliefs, identities and 
the issues with which they were grappling in the course of their journeys of finding 
themselves in their English Literature classrooms. Sharing the same identity as dosen 
Sastra Inggris or English literature lecturers with my respondents, I was able to build 
in an additional critical perspective by interweaving my ‗autobiography of the 
question‘ (Miller, 1995) with certain experiences and issues emerging from my 
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interviewees‘ stories. 
 
The ‗how‘ of their storytelling was just as important to me as the ‗what‘ (or content) 
that they communicated. Doing translation is a factor in my research project and 
rendering everything that they told me in English means that nuances will inevitably 
be lost. It has remained important for me, however, to try to preserve a sense of their 
voices and the situation out of which they were each speaking. 
 
3.8. Ethical consideration  
 
Fontana and Frey (2005) argue that in order to avoid the possibility of causing harm 
to our research participants, it is important we always act in fully respectful manner 
guided by a code of ethics towards our research respondents. Although my 
interviewees were consenting adults who had given their agreement to participate in 
my research and I was confident that my research inquiry contained no such thing as 
sensitive materials, I was fully aware that to some degree an interview will always be 
an intrusion of time and privacy (Cohen, Manion & Morrison, 2000). Prior to my 
fieldwork trip in Padang for data collection, I had to apply to get ethics approval 
from Deakin University. With the ethics approval in my hands, I began making 
formal contact with the Heads of the English Department in universities in Padang 
through email correspondence. My aim was to ask for their help to distribute my 
invitation to prospective participants. To show their agreement to participate in my 
research project, my respondents returned to me the informed consent, providing 
permission to be interviewed and recorded. I also informed my respondents that their 
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identity would remain anonymous for publication and that they would not be 
identified as associated with my research.  
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CHAPTER 4 
The Interviewees and the research setting 
 
4.1. Overview of the research setting 
 
I shall now try to convey a sense of what life is like in Padang, West Sumatra in order 
to provide some specific characteristics of Minang society and the communities that 
comprise it. My respondents‘ experiences- all that they offered me in the interviews 
that I conducted with them- was mediated by Minang culture. This is not to say that 
Minang culture is one thing - to the contrary - but that, nonetheless, the fact of being 
born into and growing up within this region is an inescapable context for 
understanding how my respondents have engaged with and appropriated English. No 
one learns English (or any language) in a vacuum. It is always in relation to one‘s 
own language and culture. 
 
4.1.1. The Minang communities: their land, religion and traditions 
 
West Sumatra is homeland to all my research participants and Padang is the capital 
city where they all live and work as university English lecturers. This province is the 
homeland of the Minang communities. On encountering a Minang outside of the 
West Sumatra‘s region by chance, Minang people often express their surprise by 
saying ―Oh… Urang Awak!‖ which literally means Oh…our people! This way of 
referring to a Minang enhances one‘s sense of belonging to the Minang society. 
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The Minang people are known for their unique matrilineal society that has been 
maintained up to this very day as nowhere else in Indonesia. It is an ethnic 
community that passes the family‘s ancestral property and wealth down along the 
mother‘s line (Naim, 1974; Murad, 1980, Sanday, 2002). This is not, however, a 
system where women ‗rule‘, because neither male nor female domination is possible 
according to Minang social philosophy, which recommends decision making by 
consensus. Minang culture actually values differences of opinion, as is reflected in 
the proverb: ―Crossing wood in the hearth makes the fire glow‖, which, amongst 
other things, means that males and females complement one another.  
 
West Sumatra has a population of approximately four million people of which 95% 
consist of the Minangkabau ethnic group. The remaining 5% is of mixed origin. 
Travelling through the suburbs of Padang and West Sumatra, we see that rice fields 
which we call sawahdominate the landscape. This signals that rice is staple to the 
Minang communities. The importance of rice is also reflected by the structure of the 
Minangkabau traditional house called Rumah Gadang, where at the very front of the 
house are located two rice barns called lumbung padi- the one on the right is to store 
padi (rice) for daily need and the one on the left is for difficult times, such as when 
disasters occur. The striking rooftops that can be seen everywhere in the countryside 
of the Minangkabau traditional house with gables that point upwards to the sky shape 
the architectures throughout West Sumatra, from the heart of Padang city to the inner 
suburbs, from single residences to government offices and public facilities. 
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The presence of many mushollas or prayer rooms and mosques for praying within 
local residences and public facilities and the sound of adzan five times a day as a sign 
that the time for praying has come, mark the significant role that Islam plays in the 
lives of the Minang society. The sight of children going to Madrasah to learn the 
Quran is part of everyday life throughout West Sumatra. Early on Sunday mornings, 
after the Subuh or Fajr prayer at the mosque, the voice of little children reciting the 
Quran can be heard over the loudspeaker. Young and adult women wearing the jilbab 
or hijab are a very common sight throughout the province. But there are also those 
who choose to wear jilbab only for certain occasions, while at other times leaving 
their head uncovered. In all state schools, female Muslim students from primary to 
secondary schools, from rural areas to the city of Padang, are in fact, all obliged to 
wear the jilbab while at school.   
 
The word Minangkabau actually derives from the words ‗Minang‘ (victorious) and 
Kabau (buffalo), that is, ‗victorious buffalo‘. This refers to a well-known tale about a 
legendary fight between a Minangkabau and a Javanese buffalo for sovereignty over 
the area, a fight which the Minangkabau claim to have won. The metaphor shows us 
how the shared sense of being Minang is experienced in relation to other people who 
do not belong to the community in question. The close interconnection between adat 
(traditional Minang customs) and Islam has resulted in a strong sense that being a 
Minang means being a Muslim who practices and values the Minangkabau local 
customs. In this case, we can see how the shared sense of the Minang identity is 
fostered by a combination of Islam and Minang traditions, which I have explained in 
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Chapter One through the Minang‘s acknowledgement of the Adat Basandi Syarak, 
syarak basandi kitabullah. This means that „If you are not Muslim, then you are not a 
Minang‘. This strong sense of Minang identity causes the Minang people to have a 
heightened sense of those who do not share their beliefs. This is why it is very 
challenging for those few Minang people who have decided to convert to a different 
belief. Although one‘s freedom to change her/his religion is approved by the law, the 
influence of the society makes it a very difficult step to consider. But this is not to 
say that the Minang are anti-social towards non Muslims. In fact, there are many 
teachings in Islam and Minang culture that encourage respect, socialization and 
friendship with people from different ethnics and religious backgrounds. Nor (2011. 
p. 212) drawing from  Surah Al-Kafiruun (the Unbelievers) chapter 109:6 of the Holy 
Quran: ‟For you is your religion, and for me is my religion or to you be your ways 
and to me mine‘ argues that it is clear that Muslims are advised to treat non Muslims 
with honour and respect of freedom. Nor (2011) explains that there are many 
teachings in the Quran which encourage interaction and communication with non 
Muslims.  
 
Being the world‘s largest population that values a matrilineal social system, the 
Minang are conscious that their traditions remain unique among other traditions in 
Indonesia in particular and the world in general. It is commonly believed that the 
Minang must experience conflict through combining their matrilineal adat with the 
patrilineal Islamic values in their daily live practices. Sanday (2002) however, argues 
that instead of causing conflicts, the combination between adat and Islamic values 
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have in fact helped the Minang preserve and retain their traditions from being 
undermined by the pressures posed by a globalizing world: 
 
One provides a defense against the destructive consequences 
of Western capitalism and the other guards against falling 
lockstep into a simplistic anti-Western Islamism. The 
synergy of the connection acts as a hedge against the decline 
of either. Backed by religion, adat is better able to withstand 
the global capitalist formations sweeping Indonesia. With 
solid roots in adat practice, cultural Islam is better able to 
withstand militant Islamists (p.1). 
 
It is not a matter of the Minang choosing Islam or retaining traditional values, but 
practicing both. This is, indeed, truly relational. The interconnection between adat 
and Islamic values safeguards the Minang to always be aware of the unsuitable 
values that penetrate their lives.  
 
The great value put by the Minang over accommodation and consensus in handling 
conflict is viewed by Sanday (2002) as the main reason why harmony can take place 
between the implementation of Minang matrilineal custom and the patrilineal 
emphasis of Islam. These apparently contrasting systems teach the Minang to adjust 
and negotiate their patterns of behavior and values vis-à-vis any other systems or 
worldviews that they encounter. Their disposition is one of acceptance vis-à-vis the 
‗other‘, combined with a continuation of their practices and beliefs as members of the 
Minang community. 
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It is worth noting to look back to the history of the making of Padang as the capital 
city of West Sumatra. Being a coastal town, Abdullah (2009, p. 5) claims that Padang 
had played its role as ‗the centre of networks of coffee warehouses to which farmers 
had to sell their coffee‘. Padang also made its way as not only a centre for trade in 
West Sumatra but also a centre for education for the indigeneous populations. The 
establishment of ‗not less then six Malay newspapers in Padang in 1912‘ (Abdullah, 
2009, p. 5) helped contribute to the development of literacy in not only West Sumatra 
but the Dutch East Indies. It is then understandable why the Minang people had 
played many important roles in the projects of liberating the archipelago from Dutch 
colonization. 
 
4.1.2. Marantau: leaving kampung for life betterment 
The Minang are very well known throughout the Indonesian archipelago for their 
strong tradition of marantau (Drakard, 1999, Murad, 1980, Naim, 1971). The term 
marantau literally means to be ‗outside one‘s own community‘ (Abdullah, 1966, p. 
6). Naim (1971) states that the number of the Minang who go marantau either 
temporarily or permanently equals to the number of those who choose to remain at 
home. The existence of those who go marantau can easily be seen through the many 
Rumah Makan Padang or Minang Restaurants found all over the Indonesian 
archipelago (Schrijvers & Els Postel-Coster, 1977, p. 79).  
 
With the development of transportation and communication, those who go marantau 
are now widely spread overseas too. Although many scholars claim that the tradition 
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was originally driven by the matrilineal values held by the Minang, others claim that 
it was religion that had initially motivated the male young Minang to leave their 
home. Traditionally, the young males were encouraged to go marantau in order to 
gain knowledge and skills outside of their homeland. But nowadays there has been a 
change in the motives that trigger marantau in West Sumatra, where each year 
hundreds of high school graduates, both male and female, are highly determined to 
seek tertiary education outside of West Sumatra province, particularly in the 
provinces of Java. Their enrolment in many leading universities in Indonesia is very 
conspicuous, signaling another drive why young people leave homes for marantau 
these days. Their bravery in leaving their home and families behind at such a young 
age reveals the high value the Minang place on education. Interestingly, no matter 
how far away and how long the Minang leave their kampung for marantau, their ties 
to their home remain close. This is why Naim (1974) and Evers (1972) view 
marantau as voluntary migration because it is always shaped by the prospect of 
returning home. A famous Minangkabau saying, ‗Satinggi-tingginyo bangau tabang, 
jatuahnyo ka kubangan juo‘ which means ‗A stork may fly very high, but it will 
come back to the pond‘ is often used to capture the high sense of belonging that the 
Minang people feel towards their homeland which eventually bring their home.  
 
The sense of belonging to a homeland that they have left behind also remains strong 
amongst the parantau Minang (those who perform marantau). Although the Minang 
are conscious of belonging to a culturally united ethnic group called the Minang 
people, their loyalty is normally to their nagari, or small, semi-autonomous village 
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communities, which they commonly refer to as their kampung, rather than to the 
region as a whole (Anwar, 1976). This term kampung can be best translated as 
‗community‘, thus invoking the distinction between ‗community‘ and ‗society‘, 
where society signifies anonymous structures and regulations, while community 
refers to a place where one belongs. Lowy (1979) explains the distinction as follows: 
 
The community universe of family, village, and traditional 
small town is regulated by customs, manners, and rites; 
labor is motivated by pleasure and love of producing- a 
feature expressed in household economy, agriculture, and 
the crafts; social relations are marked by mutual aid and 
trust, and the whole system is crowned by the reign of 
Kultur (religion, art, morals, philosophy). In contrast, the 
societal worlds of large towns, nation-states and so forth 
are animated by calculation, speculation and profit: 
personal gain is the sole purpose of labor, reduced in 
modern commerce and industry to the level of a mere 
instrument (p. 33). 
 
Although this seems to be a somewhat idealized account of pre-capitalist social 
formations, it serves to explain why kampung appears to be more important for the 
Minang than the Minang society and Indonesian society as a whole. The kampung is 
where one‘s mother was born. As a communal society that values the mother‘s line, it 
is in the kampung that the members of the mother‘s big family live and grow. 
Although I was born and then grew up and spent most of my education in Padang, 
when asked of my place of origin or my kampung I will always say Payakumbuh, the 
place where my mother was born and not Padang. But whenever I travel outside of 
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West Sumatra region, I would introduce Minang, Padang or West Sumatra as my 
kampung. As most of the Minang population still live in rural areas, the value put on 
kampung by the parantau remains significant as the place where they will return to 
reaffirm their links with their big family. This is despite what Anderson argues about 
the nation being an ‗imagined community‘. His choice of ‗community‘ is obviously 
deliberate, signifying efforts to encourage people to identify with their nation. 
However, for all the force of nationalist sentiment, it is thrown into an ironical light 
by the loyalty of Minang people for their sense of ‗belonging‘ to the Indonesian 
nation can never be as strong as their sense of belonging to their local community of 
kampung. The former might be said to signify the social transformation that is 
creating a capitalist society in Indonesia, while the latter signifies the values of 
traditional communities. 
 
The high value placed on kampung as a home to which the Minang owe their love, 
respect and loyalty is shown by the existence of a unique Minang organization called 
Gebu Minang which stands for Gerakan Seribu Minang (One Thousand Minang 
Movements). Smaller organizations than Gebu Minang are also spread throughout 
Indonesia and even overseas. In Australia, for example, among the approximately 
fifteen thousand people of Indonesian descent living in Sydney, it is estimated that 
around five thousand people are Minang (Maher, 1994). These parantau Minang 
actively participate in the Minang Saiyo Association and Sulit Air Sepakat which also 
exist in other states in Australiasuch as Melbourne. Having lived in Melbourne for 
five years and joined the Minang Saiyo Association, I am able to observe how the 
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parantau Minang in Melbourne develop and maintain their sense of Minang identity 
in their everyday lives. Once a month, Minang Saiyo holds a family gathering when 
every family brings Minang food to share for dinner and snacks, listen to pengajian 
or Islamic sermonand then discuss matters concerning the Minang community in 
Melbourne and in our homecountry. To contribute to the fellow Minang people in our 
kampung, Minang Saiyo Melbourne opens a bank account to fund the education of 
some poor students in West Sumatra. Participation as orang tua angkat or host 
parents is encouraged in order for these children to have personal links to their host 
parents. It has been known that the Minang communities overseas have actively 
participated in contributing to the development of their homeland in the forms of 
financial support and advice (Setiawati, 2013). 
 
4.1.3. Hajj: a journey to join the Islamic „imagined community‟ 
The Minang are known in Indonesia as one of the most dedicated Muslim groups. 
Their faith can easily be identified when the schedule for the annual Islamic 
pilgrimage to Mecca called Hajjcomes.Wanting to practice the five pillars of Islam, 
many of the Minang have made the pilgrimage to Mecca or known in Indonesia with 
the term naik haji or pergi haji. Hajj is the fifth or the last pillar of Islam that 
becomes obligatory upon the one who fulfills the following conditions: 
1)  Al-Islam (ملاسلإا) or be a Muslim. 
2)  Al-Aql (لقعلا) or be sane. 
3)  Al-Balough (غولبلا) or be mature (i.e. reach puberty). 
4)  Kamal Al-Hurriyah (ةيرحلا لامآ) or to have complete freedom i.e. is not a slave.  
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5)  Al-Istataa‘ah (ةعاطتسلاا)  
     - Have capability such as finance to pay for travel and expenses  
     - Healthy to be able to perform all the rites of Hajj 
     - Security to be able to travel to and from without harm. 
6) Wajoub Al-Mahram (مرحملا دوجو) a woman must be accompanied by her husband 
or her mahram when she goes to Hajj.A woman‘s mahram is a person whom she 
is never permitted to marry such as father, grandfather, son, father in law, and so 
on. 
 
If a Muslim fulfils all the above criteria, then s/he should not delay performing the 
Hajj, rather it would be considered Qada (missed/owing). As financial hardship is 
common in Indonesia, planning a trip overseas for holiday is almost completely 
unimaginable. People are even afraid to hold such a luxurious dream. But the call for 
the Hajj has prompted the Muslims particularly the Muslims in Indonesia, to at least 
be brave to hold their dream high at least ‗once‘, in order to come to and join this 
very vast diverse ‗Islamic imagined community‘ where the Ummah or the global 
community of Muslims gather in Mecca. The exposure to the same scripture or the 
holy Quran and belief in one God, Allah SWT, brings Muslims all over the world ‗to 
transcend their ethnic, linguistic and racial differences‘ (Bilici, 2012, p. 98) in the 
Hajj rituals. As Anderson (1991) puts it: 
The strange physical juxtaposition of Malays, Persians, 
Indians, Berbers, and Turks in Mecca is something 
incomprehensible without an idea of their community in 
some form. The Berber encountering the Malay before the 
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Kaaba must, as it were, ask himself: ‗Why is this man 
doing what I am doing, uttering the same words that I am 
uttering, even though we cannot talk to one another?‘ 
There is only one answer, once one has learnt it: ‗Because 
we ……are Muslims‘ (p. 54). 
 
Anderson‘s argument above reflects how Muslim communities are imagined. The 
Hajj shows us the way one‘s sense of local community can in fact, be combined with 
a larger sense of the world and one‘s place in it. And this sense of sharing a belief 
that unites the Muslims around the world is dynamic. It is not something that remains 
stable or unchanging from one society to another or from one period of time to 
another. It is renewed and reaffirmed with each new generation.  
 
Living right next to a Hajj Centre called Asrama Haji where all the Hajj candidates 
from West Sumatra province gather and stay one or two nights before their departure 
for Mecca the next day, I have witnessed and learned since I was little how important 
the Hajj is in the life of the Muslims, particularly the Minang Muslim. The increase 
awareness of the importance of the Hajj, the increase ability of the Muslims in 
Indonesia to afford Hajj trip and the limited Hajj quota available have resulted in the 
long waiting list for the Hajj applicants, who currently face a 15-year wait to perform 
the pilgrimage. I feel very lucky and blessed that I had the opportunity to accomplish 
the Hajj worship during my PhD from Australia in much more convenient ways. 
 
Once a year, during what we call musim haji or the Hajj season, my parents‘ house 
will be crowded by our relatives from our kampung Payakumbuh who usually stay 
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one or two nights to see those going for the pilgrimage to Mecca off the next day. 
During this time our house is always packed with people who can amount to at least 
three or four mini buses consisting of around sixty to eighty people. These numbers 
can increase depending on how many people are going to do the Hajj- the more 
candidates, the more relatives will there be to farewell them. During the Hajj season, 
my parents usually do not keep our car in the garage during the night but park it on 
the road to avoid the car being held up by crowds of people and vehicles going inside 
and outside of the Hajj center the next day. It can take an hour to get through the 
traffic to reach the main road, which is only about 400 meters away from our house. 
 
I am very familiar with the sight of the crowds in our house. I especially enjoy this 
moment because it enables me to meet my relatives all at once in our house. 
Otherwise, I would only meet them when my family visits them in our kampung once 
a year during the Idul Fitri celebration after completing Ramadhan. This means that 
my mother will cook meals in big quantities. Female relatives will usually help my 
mother in the kitchen. Mealtime means sitting on the carpet since our dining table 
would be too small to fit everyone. Not just our bedrooms, but the lounge, the dining 
room, the veranda and even the garage are also usually filled with our relatives who 
arrive at our house late at night. Some are lucky they can claim a sofa or a carpet to 
sleep on. For those who arrive late at night should be happy to sleep on the bus, in 
their car or even on the bare floor. They are scattered throughout the house. The 
smell of their sweat and tiredness fill up the house. The laughter of small children 
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and cries of babies are another aspect of this special occasion. The Hajj moment is 
just very special for everyone who comes.  
 
4.1.4. The Minang‟s local language ecologies 
 
To signal the diversity of West Sumatran society, I would like first to describe the 
polyglot character of the languages and cultures that the Minang communities use or 
encounter in their daily lives. Similar to my language situation, which I have 
explained in my autobiographical narrative in Chapter One, most of the Minang 
people speak Minang as their first language and then Bahasa Indonesia as their 
second language. This is not to mention the various Minang dialects and of course the 
Arabic language which exist between these two languages. Although the inability to 
speak Arabic is common, fragments in Arabic stand out in our daily life 
conversations.  
 
Fragments of spoken English are rarely heard in public. But the presence of English 
is visible or audible on advertisement, signs, popular music videos and television 
programs. Although Bahasa Indonesia is the official language of schooling, Minang 
remains the language spoken in the hallways outside the classrooms. Whenever 
Bahasa Indonesia is heard outside the classroom, it is typically a conversation 
between interlocutors from different ethnic backgrounds, such as a conversation 
between a Minang and a Bataknese from North Sumatra, a Minang and a Sundanese 
from West Java and so on. As I have mentioned in my autobiography, the use of 
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Bahasa Indonesia amongst the Minang people themselves is often felt and viewed as 
bizarre by both the speakers and the onlookers.  
 
In order to have a harmonious relationship with her/his interlocutor(s), the Minang 
people are aware that they have to be mindful about addressing people correctly in 
order to show respect especially when one‘s interlocutor is known or appears to be 
older. In this case, the Minang will use or insert the word Ni, Da, Pak or Buk before 
the name of an elder male or female she is having a conversation with such as Ni 
Putri, Da Faras, Pak Chairul or Buk Min.  
 
4.2. Introducing my participants and their tertiary affiliations 
 
To protect my research participants‘ identities and privacy, the names used in this 
thesis are pseudonyms. There are two state universities in Padang and all of my 
interviewees teach in these universities. Below are the profiles of my interviewees and 
their institutions. 
 
4.2.1 Universitas Negeri Padang 
 
This institution was first established in 1954 as an institute for teacher education. 
Despite its recent conversion from a teacher-training institute called Institut Keguruan 
dan Ilmu Pendidikan into a fully-fledged university, Universitas Negeri Padang 
(UNP) or The State University of Padang still maintains its main reputation as the 
oldest institution in the province of West Sumatra that provides pre-service teacher 
education. With its new status (received from the Directorate General of Higher 
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Education or DIKTI in 1996), the university now has greater autonomy to offer 
courses in virtually all branches of knowledge. As a result, the university now 
produces non-teacher graduates under its non-education programs. It was its change to 
university status that actually opened up opportunities for people like me, a non-
student teacher graduate, to teach there. 
 
The English department of UNP runs two programs, the education and non-education 
programs. The education program produces student teacher graduates, while the non-
education program produces graduates who are expected to work or contribute to the 
non-education sectors. There are two study programs offered in the non-education 
program namely English Literature and Linguistics. Students majoring in the English 
Literature program are aware that they are required to write ‗a skripsi‟ or a thesis in 
English literature at the end of their study in order to fulfil the partial requirements to 
graduate and get the degree of Sarjana Sastra (Bachelor in English Literature). My 
respondents Ahmad and Deli both teach in this university. This is also my work place. 
 
Ahmad  
Ahmad is listed as belonging to the group of teachers of the non-education program, 
focusing on English Literary Studies. His formal educational background is in English 
Literature. Ahmad speaks the regional dialect of Padang in his daily life. After 
graduating, he was immediately employed as a teacher at The State University of 
Padang and then went to do his Master‘s degree in American Studies in Gajah Mada 
University Yogyakarta, one of the leading universities in Indonesia.  
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Having spent his childhood in Payakumbuh, which is a two-hour drive from the heart 
of Padang city, Ahmad speaks the Payakumbuh‘s regional dialect. He only uses this 
dialect whenever he is in his hometown or when interacting with people from the 
same region. As for Bahasa Indonesia, Ahmad only uses it to communicate with 
speakers other than Minang, and whenever he is in a formal situation where the 
language is required. English is the language for work. As the result of his Islamic 
educational background and the Islamic upbringing he received from his parents, 
Ahmad can read Arabic very well and speak it quite well, too. I interviewed Ahmad in 
his office. Apart from his teaching commitments, Ahmad is appointed as the Kaprodi 
or the head of the non-education program. Therefore, he is equipped with an office of 
his own. At this time I am writing my dissertation, Ahmad already left Padang to 
pursue his PhD in English Literature in the same university he did his Master‘s.  
 
Deli  
Deli is a young early career teacher in her early twenties who graduated from the 
English Department of The State University of Padang. When she completed her 
Master‘s degree in Postcolonial Literary Studies from the Universiti Kebangsaan 
Malaysia or National University of Malaysia, she received an invitation from the head 
of the English department to return to her alma mater to teach. So she is a junior 
colleague to Ahmad.  Deli was born in Bukittinggi, which is approximately one hour‘s 
drive from Padang, the famous tourist destination in West Sumatra. Deli grew up 
within a community whose daily life was shaped by the regional dialect of Agam, 
Bukittinggi. Like Ahmad, Deli only uses her Bukittinggi dialect when communicating 
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with people from the same region or within her family. Going to an Islamic boarding 
school for her secondary education, Deli told me that she is able to speak Arabic 
moderately. As a result of doing her Master‘s in Malaysia, Deli is also able to speak 
with Malaysian accent. ―My Malay is above average‖ she remarked. Deli only speaks 
English as the language of her job and Bahasa Indonesia as the language for formal 
occasions. Deli preferred to be interviewed outside of the university. We chose a cafe 
at the heart of Padang city. Not holding any managerial position at the English 
Department and the university at that time of the interviews, Deli, unlike Ahmad, is 
not equipped with an office or a workstation of her own. She occupies a large room 
which she shares with around twenty other English teachers where each teacher is 
provided with a desk next to each other.  
 
4.2.2. Universitas Andalas 
 
Established in 1956, Universitas Andalas or Andalas University is the oldest 
Indonesian public university outside of Java province. Since the second half of the 
1980‘s the university has hosted foreign students from Malaysia, The United 
Kingdom, Australia, Germany, Japan and the Netherlands – all studying Indonesian 
language, society and culture. The English department, which belongs to the Faculty 
of Humanities, was established in 1982. It only offers non-education programs that 
comprise both linguistics and literature studies. 
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Giring 
My respondent Giring, who is in his thirties, is employed at the English Department of 
Andalas University. I interviewed him in his office, which he shares with two other 
teachers his age. As the end of the semester was approaching, Giring came to campus 
in order to supervise students with their thesis writing and to attend students‘ 
colloquium, as well as ‗sidang thesis‟ or thesis final oral examination. Giring received 
his Master‘s degree in English Literature from the University of Indonesia in Jakarta 
in 2009. His concern about developing ‗a reading habit‘ among his students stands out 
in our interviews. Giring is a big fan of western music. He used to have his own band 
which he established together with his close friends. Other than Padang dialect, Giring 
speaks Bahasa Indonesia and English. His great interest in literature is expressed 
through an online group that he recently created on Facebook, which he named 
‗Literary explorers from the third world countries‘ which now has around 250 
members. 
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CHAPTER 5 
English at the crossroads 
 
Language is both the subject matter of my research and the form that it takes. My 
study is concerned with language, and specifically the interface between English and 
all the languages and dialects that comprise my respondents‘ world of experience in 
Padang. In their conversations with me, my respondents have revealed the various 
experiences they have had in relating to English as a global language and the 
different ways they have perceived and engaged with this foreign language against 
the background of Indonesian‘s language and cultural diversity. But it is also through 
their language they have given me insight into their experiences, the language which 
I have in turn used in an effort to construct accounts of their engagement with 
English and their standpoints with respect to the role that English can play or has 
played within their lives.  
 
My aim in this chapter is to focus on how, out of the context of the languages and 
cultures that shaped my respondents‘ sensibilities as young children and teenagers 
growing up in West Sumatra, they first became aware of English, and the impact that 
English had on their sense of identities as both members of the Minang communities 
and citizens of Indonesia. Their stories run parallel with my own account of my 
literary socialization. However, their stories are also valuable for the way they 
contrast with my own story. Thus I have been concerned to respect the richly 
particular character of their narratives, resisting any urge to ascribe my own meaning 
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to them and circumstances they describe, foisting a ‗second hand definition‘ on them 
(Bahktin, 1973, p. 55) that is shaped solely by my own perspectives and experiences. 
 
The accounts that my participants have shared with me about their initial contact with 
English crucially involve their identity formation as students in a polyglot society 
like Indonesia– identities that are inevitably shaped by the conflicting ideals and 
values that characterize a postcolonial society, arising out of Indonesia‘s history as a 
colony and then as an independent nation. It interested me to find out how my 
respondents‘ first contact with English was experienced in relation to an ‗other‘ that 
does not belong to the community in question, namely a world of English speakers 
who are even more distant from them than their fellow Indonesian citizens. The 
‗imagined community‘ of Indonesia, as Anderson shows, exists in a complex 
relationship with people who make up the communities that exist in the Indonesian 
archipelago. The same kind of argument can also be made with respect to the way my 
interviewees and I in turn relate to the world of global English. Parallels can be 
drawn between the way Anderson describes the existential situation of people vis-à-
vis the ‗nation‘ and how we stand vis-à-vis global English (and globalization in 
general).  
 
My respondents‘ stories throw the grand story of the imagined community as 
constructed by Anderson into a critical perspective, providing more nuanced accounts 
of how the larger, trans-individual context of the nation has actually been 
experienced by them as a matter of ‗choosing‘ between languages (I put ‗choosing‘ in 
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inverted commas, because this word obviously does not convey the complexity of 
how people use the languages available to them, which pre-exist them). In other 
words, their experiences of English appear to have opened up a sense of a wider 
network of relationships that extend beyond that community. Even though 
Anderson‘s concept of ‗imagined community‘ shows how people involved in 
colonial struggles appropriated the language of nationalism for their own purposes, 
there is still a sense that nationalism was something to them (as is obviously the case 
with ‗official nationalism‘). This is also the case with English as a global language. 
This chapter, therefore, tries to show how my interviewees each appropriated English 
language within the context of Indonesian history and culture on their own terms, 
how this is a function of their individual experiences, their needs and desires. This 
introduces nuances that are not possible with big picture accounts of this 
development.  
 
In this respect, the idea of ‗contact zones‘ as ‗social spaces where disparate cultures 
meet, clash, and grapple with each other‘ (Pratt, 2008, p. 7), usefully complements 
Anderson‘s idea of an ‗imagined community‘, emphasizing the way one‘s sense of 
language and culture is inextricably bound up with sense of relationality, of one‘s self 
in relation to an ‗other‘. This ‗other‘ challenges the essentialism of an identity that is 
self-sufficient or fully at one with itself. Thus, Bahasa Indonesia figures in the lives 
of my interviewees as signifying a world beyond the community into which they 
were born, a sense of a relationship between one‘s place and the world beyond that is 
further enhanced by one‘s engagement with English. In the context of my research, I 
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view my respondents‘ education within the analytical framework provided by Pratt‘s 
‗contact zones‘ because my respondents‘ education, particularly their English 
education, places them in a space where transculturation takes place, most notably 
between the western cultures invoked by the English language and the Indonesian 
and Minang cultures that my respondents value in their lives. My respondents were 
born into the world of Minang language and culture. This is the language and culture 
that pre-existed them. Bound up with this was Bahasa Indonesia, though the contexts 
in which that language was used were the larger, official contexts of school and other 
institutions, not the family and the community. It is within these multiple contexts 
that my respondents then began to engage with English, which carried with it in turn 
a sense of even further contexts or relationships – further ‗contact zones‘ - stretching 
beyond the closeness or immediacy of the Minang community.  
 
Jane Miller partially captures the dynamic nature of the concept of Pratt‘s ‗contact 
zones‘ (2008, p. 1-3), arguing that the term refers to ‗what happens when different 
cultures interact, and how people in minority cultures adapt to the more dominant 
culture within which they have to function in order to succeed‘. My concern with this 
formulation is that the way the interviewees engage with English is not necessarily a 
process of ‗adaptation‘, as though they are simply complying with dominant forces. 
The following analysis will show how they actively appropriated English for their 
own purposes within the ‗contact zone‘, forming their identities through a dialogue 
between different languages and cultures. They themselves might be said to provide 
the space within which this dialogue occurs, to embody the concept of ‗contact 
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zones‘ as a crucial feature of their experiences of their education and upbringing. 
This is not to say that my respondents‘ education and upbringing have not been 
mediated by what Pratt (2008) calls ‗the asymmetrical relations of domination and 
subordination‘ (p. 7). Some of what my interviewees have told to me involves 
feelings of precisely this kind. Yet I think it is also possible to talk of a sense in 
which the ‗contact zone‘ has enriched their lives and their identities, and that their 
engagement with English hasn‘t simply been dictated by terms beyond their control. 
My respondents‘ contacts with English show how they have responded to and 
appropriated this ‗other‘ culture for their own purposes. 
 
I did not treat the stories that my interviewees have shared with me as a medium to 
expose the constraints and dilemmas that they have experienced with English 
learning and teaching, but rather to show how they appropriated English against the 
constrain. This means to focus on the ways they consciously struggle with the 
particularities of their everyday experiences-‗working within and against accepted 
forms‘ (Miller, 1995, p. 26). This is in other words to reveal how my interviewees 
‗speak back‘ to the accepted forms of English teaching that imposed on them by their 
English education. I respected my respondents‘ choice of language(s) in the interview 
situation. And in relating to what they said to me, I have sometimes used words from 
Bahasa Indonesia and their community languages to show how they are using 
language to construct their identities. The interview situation itself has a performative 
character. It doesn‘t simply report on issues that are posited outside or beyond the 
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interview situation. The interview situation is itself an opportunity to engage with or 
enact those issues. 
 
5.1. Giring: “I learned English through western popular cultures”  
 
 
When I met Giring for our first interview, I opened my conversation with him in 
Bahasa Indonesia. I was not sure yet whether his preference would be to use English. 
There was also a possibility that he might not feel confident about communicating in 
English. Although one‘s ability to speak English is almost always viewed as 
something positive and prestigious in Indonesia, especially among the English 
academics, this is not a guarantee that everyone will be encouraged or confident to 
speak English especially when they are conversing with a stranger. There is still a 
strong belief in operation that spoken English should reflect impeccable grammar and 
native-like pronunciation, and this expectation often causes people to be anxious 
about speaking the language.  
 
Another reason why I chose to speak Bahasa Indonesia to begin my first interview 
with Giring was to create an egalitarian relationship with him; assuming that his level 
of education would mean that he was a proficient user of the national language. More 
importantly, Giring was a complete stranger to me. I did not choose to speak Minang 
because it was not the language for formal setting. Although I attempted to create a 
relaxing and informal atmosphere during the interviews, we were all aware that it 
would be bizarre to speak Minang for the context of the interview. But this did not 
mean that I did not facilitate a space for the use of Minang during the interviews.  
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The way I tried to fit certain language over the other(s) during the interviews reflects 
the language situation in Indonesia in general and Padang in particular, where people 
do not simply exchange information with their interlocutors, as though the language 
or dialect being used is a neutral medium, but they must constantly ask questions 
about ‗who they are, when, where and with whom‘ they are speaking. This in itself is 
a form of relational thinking, in that one‘s sense of the appropriate language to use 
always figures as a choice against the backdrop of the other languages that constitute 
one‘s world.  
 
Before I opened my interview with Giring, I informed him that I was willing to listen 
to his stories in any languages he was comfortable with. This also involved 
reassuring him that there would be no such things as ‗correct or wrong answers and 
good or bad stories‘ in our interviews. I informed Giring that the first round of the 
total three interviews I planned to have with him would be aimed at listening to his 
stories about his early contact with English. To remind him about the purpose of our 
interview, I mentioned to him some of the prompt questions that I have sent to him 
prior to our first interviews such as: How did you come to get engaged with English 
in your childhood? Who shaped your interest in English? How did your learn 
English? Who taught you English? How did you find your early English education?  
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Before giving Giring his turn to tell me his story, I took the chance to share my 
experiences of my first contact with English by slipping into my account in Bahasa 
Indonesia: 
Jadi bagaimana pengalaman Pak Giring belajar Bahasa Inggris 
pada masa kecil dulu? Siapa yang mendorong Bapak mengenal 
Bahasa Inggris? Kalau saya misalnya, Bapak saya yang pertama 
kali memperkenalkan dan kemudian memotivasi saya untuk 
belajar Bahasa Inggris.Bapak saya dulu pernah belajar di 
Jerman selama satu tahun. Not to get a degree. Dia dapat 
beasiswa dari kantornya.Bapak saya sering bercerita bahwa 
kemampuan berbahasa Inggrisnyalah yang mengantarkannya 
keluar negeri.Although he studied in Germany, he encouraged me 
to learn English. Quite funny. Jadi sejak itu semua cerita-cerita 
menarik tentang kehidupannya di sana membuat saya tertarik 
pada Bahasa Inggris.Kalau Pak Giring bagaimana?  
 
(So how was your experience of studying English during your 
childhood? Who introduced you to English? As for me, it was my 
father who first introduced me and motivated me to study English. 
My father once studied in Germany for one year. Not to get a 
degree. He got a scholarship from his office. He often told me that 
it was his English ability that had brought him overseas. Although 
he studied in Germany, he encouraged me to learn English. Quite 
funny. So since that time, all of those interesting stories he told 
me about his life there, encouraged me to learn English. What 
about your experiences, Pak Giring? [my translation]) 
 
By first listening to my stories in Bahasa Indonesia, I wanted Giring to be inspired, 
feel relaxed and be prepared to tell me versions of his own stories too, afterwards. I 
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actually did this kind of opening in all of my first interviews with all of my research 
participants not only as a way to familiarize them with the kind of storytelling that I 
wanted to apply in our dialogues but also to raise their confidence that my interviews 
with them were not aimed at judging their responses or looking for right or correct 
answers, but rather for respecting the particularities or the specificities of their 
stories. Mixing Bahasa Indonesia with English, I signaled my flexibility that I was 
happy and prepared to listen to their stories in the languages or dialects they were the 
most comfortable with. I believe that this was the way I could get exposed to the 
complexities of their life experiences. By slipping into my account within my 
conversation with my interviewees, I wanted to signal them that I did not attempt to 
mask my own subjectivity as someone with several years of English learning and 
teaching experiences. I instead believe that this kind of storytelling would enhance 
the dialogic quality of my interviews with them because I understand that although 
my own experiences are relevant, they don‘t provide complete lens on the realities of 
English literature teaching in Padang in particular and in Indonesia in general.  
 
After listening to fragment of my account, it was Giring‘s turn to tell me his stories 
about his first contact with English: 
Jadi Ibuk pertama belajar dari orang ya?So you are…people 
oriented ya? Kalau saya bukan dari orang yg pertama-tama 
tapi melalui budaya populer. Waktu zaman-zamannya TVRI 
ada kartun-kartun Inggris untuk anak-anak di TV dan itu 
bukan zaman dubbingkan buk ya, belum dubbing jadi 
lumayan kagum sama bahasanya. Acara-acara kayak Silver 
Hock kayak-kayak Thunder Cat. Tapi terus kalau belajar 
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benernya itu, baru akhir-akhir SD, tapi belajarnya pun bukan 
lewat orang tapi lewat TV juga. Sesame Street…I learned my 
numbers, animals, objects from that TV series. Terus lama-
kelamaan suka dengan Bahasa Inggris…dan juga nonton 
filem-filem Barat lain di TV swasta. Waktu itu…apa sih TV 
swasta in English? RCTI, SCTV mmmm jadi kayak Star Trek 
itu ya…dah nonton. Terus nonton the Simpsons jadi tau 
western human values. Itu SD, akhir-akhir SD dan awal-awal 
zaman SMP. I only relied on Sesame Street to learn English in 
SD (Primary School [my translation]). 
 
(So, Ibuk (you [my translation]) firstly learned English 
through people, right? So you are…people oriented ya? As for 
me, I did not learn English firstly from people but western 
popular cultures. During the TVRI era (the Indonesian State 
Television) there were these English cartoons for children on 
TV. And it was not yet dubbing era Buk. No Dubbing. No…So 
I was quite amazed at the language (English), the Silver Hock 
and Thunder Cats series. But, I started to study English 
formally at the end of my primary education. But I did not 
learn English through people, again from TV.Sesame Street…. 
I learned my numbers, animals, and objects from those TV 
series. Gradually I became more interested in English…and I 
also watched Western films on private channels. At that 
time…hmm…what do we call TV Swasta (private TV stations, 
[my translation]) in English? RCTI, SCTV. Hmmmm the film 
such as… Star Trek.Yes, I have watched that. Then I watched 
The Simpsons and learned about western values. This was at 
the last period of my SD (Primary School) and the beginning 
of my SMP (Junior High School). I only relied on Sesame 
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Street to learn English in SD or primary school [my 
translation]). 
 
It is interesting for me to learn how at the early stage of our conversation, the 
storytelling mode of my interview with Giring, enabled us to generate a sense of a 
dialogue within our conversation. Giring‘s use of the second person you and first 
person I– “So you firstly learned English through people. So you are people-
oriented. I am not…I did not...‖-to start his story as his response to my account, 
conveys how Giring attempted to immediately place our personal experiences in a 
critical perspective. His use of the second person and the conclusion that he made 
about aspect of my personality -that I am ‗a people-oriented person‘-, reflects 
Giring‘s invitation to exchange stories with me and to participate in the discourse of 
our teaching community. This is the way to establish what Chambers (1984) calls 
‗the narrative situation‘. By telling me that ‗I was people-oriented‘ while ‗he was 
not‘, Giring actually attempted to speak about the particularities and uniqueness of 
his experiences and mine- that we both were individuals with different interest, 
ideologies and identities. 
 
It is also worth noting how storytelling allowed Giring and me to choose a different 
starting point to narrate our story about our first engagement with English language. 
This reflects that storytelling involves ‗negotiating issues of community membership 
and identity‘ (Doecke et al., 2000, p. 336). In the case of Giring‘s life experiences for 
example, he chose to start his stories from his engagement with the western popular 
cultures, such as films, music, television and Internet. These were all of the aspects 
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that defined his early membership with his ‗English community‘-his identity as a new 
learner of the English language.  
 
I assume that Giring used Bahasa Indonesia in his account above as a way to respond 
to my use of Bahasa Indonesia to him. Giring also called me Buk which literally 
means ‗Ma‘am‘ to show his respect for me. This also signals that our conversation 
was situated within a formal context. Giring‘s account about his initial contact with 
English is an interesting construction of his ‗ideological becoming‘, embracing his 
experience of English in both informal and formal settings, such as at home and at his 
school. The way Giring credited the role that television had played in generating his 
interest in English in opposition to his formal English education or his primary 
school, reveals that to Giring, watching TV was not only fun but a solitary activity or 
even a way for him to react against the ‗self‘ or identity that others might wish to 
impose on him. The absence of the dubbing system within the Indonesian TV 
industry during Giring‘s childhood did not discourage him to learn English when he 
could not completely understand the English language in the cartoon films that he 
loved watching.  
 
Giring‘s confession that he was not ‗people-oriented‘ left me with an impression that 
Giring could have been ‗a loner‘- someone who was in significant respects at odds 
with the values and beliefs of those around him. But instead of chasing for an answer 
‗why‘ I chose to wait for him to tell me more stories. Further repetitions and 
emphasis that he made that ‗people‘ were not involved during his early contact with 
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English gradually showed me that Giring was not happy with his early education 
which he later referred to and emphasized by using Bahasa Indonesia as his 
lingkungan formal (formal environment) which he actually meant his childhood 
formal schooling. Every time Giring referred to his school, he always used the 
Indonesian phrase lingkungan formal. Giring‘s intense engagement with English 
appeared to reflect a somewhat distanced, even alienated stance vis-à-vis his formal 
education. Giring in this case, appeared to be a bit of a rebel, a person who was 
somewhat at odds with the world and the conventional expectations being imposed 
on him. In contrast, he mostly used English whenever he talked about his interest and 
passion for the English language, including western music and films, even saying that 
they embodied western values that he ―felt more tuned in with‖.  
 
Wanting to get himself immersed with English more intensively, Giring searched for 
an alternative to improve his English knowledge by enrolling himself at a private 
English course. But again, like his negative view towards his English education at 
school, he also denied the role that his English course had played in improving his 
English: 
I think I did not get much from my English course.  I 
got more knowledge about English from my own 
search. For me the course was not more than an arena 
to show off to others that I know this, I know that, I 
can do this, I know certain vocabulary. 
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Giring‘s effort to engage with English outside school reflects an extended phase in 
his ideological becoming. Similar with his attitude towards his English education at 
school, Giring also discredited his English course signaling that while he was 
passionate to learn English for active interaction, the course only served him with 
learning that mostly focused on rote learning or memorizing vocabulary. English for 
Giring was in fact, more than a matter of learning formal grammar and word 
knowledge – the sterile exercises of formal language programs. Instead of 
withdrawing from the course, Giring appropriated his English ability as a way of 
declaring: ‗Hey…Here I am! This is Giring!‘  
 
From Giring‘s account above, we can see how Giring‘s utterances are becoming 
more and more mediated by English language. The way he tended to shift from 
Bahasa Indonesia to English was an entry for me to the formation of his identity. 
Viewing English as ‗the coolest language‘ in the world, hence, Giring wanted to 
participate not only in learning the language but also in the culture. He expressed his 
eagerness toward English and its culture as follows: 
 
I was crazy about the language (English). I always kept 
notes of the new vocabulary that I got. I still keep them 
until now. I really wanted to know what the pronunciation 
was like, either in American or British versions. So it was 
all about the language-the culture-the language-the culture. 
Saya bolak-balik…went back and forth between these two 
things. 
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From the way Giring wanted to comply with British or American pronunciation, we 
can see how was the agency of his English learning was governed by compliance 
towards what is believed in many non-English speaking countries as ‗standard 
English‘. This reflects the privilege of ‗English-speaking West‘ in Indonesia 
(Holliday, 2005, p. 2) and the fact of its dominant position in the TESOL world.   
 
Later in my second interview with him, when the topic of our interview was 
supposed to be about his English education at the university, Giring again took me 
back to his childhood education and his social life, emphasizing again the way 
English language acquisition fed into his rebellion against the world around him. 
Through his flashback, Giring revealed how his childhood socialization at school and 
at home had caused him to isolate himself from others. He recounted how he was 
bullied for his large body size and mocked at as anak mami or mommy‘s baby boy, 
which caused him to retreat into a world of his own. He found comfort at home 
where he had an opportunity to immerse himself in English language television 
programs such as cartoons that he loved watching. He also enjoyed playing video 
games. As a result, he mingled with only a very small group of close friends whose 
interests were the same as his own:  
 
It all started when I was in primary school. I was treated 
differently from others at school. I was…eeeeee 
overweight at that time…eeee so I was often bullied. Then 
people saw me as coming from a rich family…they called 
me ―mommy‘s big boy‖ and so on. So I spent less time 
mingling with friends. I felt quite different from others. 
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My option was only in front of TV, and later in front of 
the Internet. I only mingled with a small group of friends. 
So I didn‘t eeee play football that much or and anything 
else. So I had more exposure to English and video games. 
There were games, which allowed me to do role-playing, 
and those games had texts (English subtitles). So I stayed 
here intensively. 
 
Like children throughout Indonesia, children in Padang are also keen on playing 
football. This game is in fact viewed in Indonesia as a sport that belongs to rakyat 
kecil or ordinary people. But Giring could not identify with this football community. 
Being the object of bullying at school, Giring used TV and the Internet to build his 
dream world. His statement, ―So I stayed here intensively‖, conveys a sense of his 
attachment to his ‗western virtual community‘. This was a world where he felt he 
could exist, where he was not bullied and felt respected despite the obvious 
differences that it presented to him with respect to language and culture. Not sharing 
the same interests with most kids his age, Giring eventually became conscious that he 
was different from most of his friends. He described this by saying: 
 
I was not very comfortable with the people at school at 
that time. Dari SD saya sudah rasakan itu (I already had 
this kind of feeling since I was in primary school [My 
translation]). I felt I was quite different from others. 
Therefore, my interest was also different. Berbeda Buk 
(different Buk [my translation]). If my friends were busy 
with their Slank , I was busy with my Oasis. 
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Giring‘s preference of Oasis or an English rock band to Slank or the Indonesian rock 
band shows us how western music functioned for Giring as a medium through which 
he could get connected to the community to which he felt he belonged - a world that 
speaks English and values western ways of living. Giring found ‗his buddies or 
comrades‘ in the few friends he had and the cartoon characters and films that he 
adored watching and playing. English language and culture – as embodied in popular 
cultural forms like TV and video games – filled a void in his actual social life, 
playing a vital role in the formation of his identity. English language and culture are a 
far cry from Anderson‘s concept of an‗imagined community‘, but for Giring they 
embodied a community nonetheless. 
 
Giring‘s engagement with English and the good scores that he always managed to get 
for the English subjects at school perhaps did not pay off in the form of any 
recognition from his English teachers: 
 
I was not popular at school. I was never treated as my 
English teachers‘ pet although they knew about my 
English ability. I did not follow competitions, I did not 
follow speech contest. There was something different 
about me. Maybe because they knew that I was bad in 
other subjects, such as in Math and other subjects. I 
belonged to the murid terparah or the top worst 
students in class. 
 
Instead of giving him respect in his particular ability like English subject for 
example, Giring felt that his teachers were more concerned with his weakness in 
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other subjects such as Math. His talent for English perhaps did not produce any 
success in an educational system that geared heavily towards results. In his class, 
Giring remarks to being labeled as a students who belonged to the ―murid terparah‖ 
or the lousiest students in the class. What he meant by this is that Giring was labeled 
by the ranking system at his school as belonging to the group of students who 
occupied the tenth lowest rank in his class. In Indonesia, when the time comes for 
students to receive their school reports, class teachers usually invite parents and 
students to come to school. Before the school reports are delivered to the students,  
the school will usually announce the names of ‗the top three students‘ in each class 
starting from the students who occupy the first rank, second and the third. They are 
called to stand in front of the whole school audience and are praised by the teachers 
in charged of the event. One of the main reasons why a student can achieve the title 
of one of the top three students in class is because he or she has good marks for all of 
the subjects that are treated as ‗compulsory subjects‘ such as Religion, Bahasa 
Indonesia, Math, English and Civics.   In the case of Giring, his particular talent in 
English was exceeded by the ranking system. This label was of course very 
discouraging for him. Overall, we can see that for Giring, formal education was a 
negative experience, involving a lot of conflicts with his expectations. 
 
Another thing that interested me in listening to Giring‘s confession about the scores 
that he received for all his subjects at school was the way he switched from Bahasa 
Indonesia to English. When he informed me about the bad scores he obtained for his 
subjects other than English, he actually spoke Bahasa Indonesia, saying at one 
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point…‖belajar saya parah di yang lain‖ (I did not study well for other subjects 
except for English). But when he referred to his achievement in English, he 
automatically switched to English by saying: ―but for English I always got 8, 9, 8, 
and 9‖. Giring‘s code switching to Bahasa Indonesia whenever he talked about what 
he ‗disliked‘ and to English whenever he talked about what he was ‗passionate for‘ 
reflects the sense of belonging that Giring personally felt with respect to English. 
This contrasts with his lack of a sense of belonging to anything Indonesia, 
particularly anything to do with his school, which he labelled ‗a formal environment‘. 
Giring‘s early contact with English show us that his school, which was supposed to 
be a vital source of his socialization into his ‗imagined Indonesia‘, was in fact the 
setting for the emergence of a shared sense of identity and belonging in another 
world - the western world.  
 
The launch of the Indonesian music TV channel called MTV (Music TV), brought 
Giring even closer to ‗his imagined world‘ of English language. His love for western 
bands pushed him to seek not only the English lyrics of the songs that he loved but 
also to learn about the values and beliefs espoused by his favorite bands. Thus, 
‗warnet‘ (internet shop), which signals the development of both technology and the 
social media in Indonesia during the late 1990‘s, became a place that interested 
Giring far more than his school. The western pop culture that he consumed through 
television and Internet did not just function for him as a tool to expand his English 
knowledge but to connect him with the world that he desired. Unlike his school, the 
western pop cultures and the video games that he loved, allowed him to enter a 
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world that was democratic and inclusive where everyone was welcome to take a 
part. By saying, ―I felt like I grew up with this culture‖, Giring confirms how he 
deeply became immersed in western culture, to a point where he no longer viewed it 
as ‗foreign or strange‘. The development of his sense of belonging to a western 
world that was in significant respects purely an imaginary one is ironic when 
compared with the way he gradually felt disconnected from the ‗real‘ Indonesian 
community in which he actually lived as shown by his remark below: 
 
When I was in Junior and Senior High School…hhmm or 
known as the era of MTV, I came to know about western 
bands like Nirvana, Oasis, and Blur. First, I felt in love with 
the lyrics of the songs, and then I wanted to know the 
meaning of the lyrics. After that I also wanted to know the 
life stories of the bands…How I found this out? I went to 
warnet, I read the biography, and I learned the English lyrics 
and looked for the interpretation. I felt like I grew up with 
this culture. But I always associated Indonesian music and 
cultures with…hmmm...sesuatu yang saya tidak mengerti 
atau sesuatu yang tidak saya suka (something that I did not 
understand or something that I did not like). I instead 
considered the Western values as mine. I did not view it as 
something yang asing or alien. These were the values that I 
considered ‗normal‘. But…I like Indonesian music too! But 
I must say that I feel more connected with the music from 
The United States and Great Britain.  
 
 
Giring‘s confession about his sense of belonging and love for western popular 
cultures shows that he not only enjoyed western music and films but he saw them as 
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embodying a way of life in which he wished to actively participate. The western pop 
culture in this case played its role in generating a sense of belonging by allowing 
Giring and his small group of friends to imagine themselves as a particular group or 
community that was different from that of their other Indonesian peers. Having 
realized his strong emphasis about his preference for western music over Indonesian 
music, Giring immediately defended himself by saying ―I love Indonesian music, 
too‖ as if he did not want me to think that he had lost his Indonesian nationalist spirit.  
 
The stories of Giring‘s initial engagement with English through his intensive contact 
with western popular cultures through television and the internet show that Giring 
had not only been acquiring a language but enacting an ‗identity‘. The Indonesian 
educational system that puts emphasis on testing and ranking had been very 
oppressive for Giring. He was put at the lowest rank, holding the label of being one 
of ‗the worst ten students‘ in his class. This label ignored his potential, including his 
English ability. Giring thus, generated a sense of belonging with the ‗imagined 
community‘ of western pop cultures. Instead of experiencing school as a vital 
medium through which he could generate a sense of belonging with his imagined 
community of Indonesia, Giring felt alienated from his formal education. The 
growing feeling of ‗dislike‘ towards his school, which he labelled ‗a formal 
environment‘, motivated Giring to seek an alternative, and to travel to his ‗other‘ 
imagined world where he felt he belonged and would be accepted.  
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English, indeed, was a ‗vehicle‘ for Giring to travel ‗metaphorically‘ to a larger space 
and network of relationships. The story of his initial contact with English raises 
questions about the salience of the imagined community of Indonesia for a new 
generation of Indonesians who have succeeded the generations involved in the 
struggle for independence and then the ‗official nationalism‘ of the Suharto era. 
Anderson (1999) argues that nationalism demands ‗self-sacrifice, not the sacrificing 
of others‘ (p. 2). In Giring‘s case, his school failed to generate a sense of belonging 
within his school community, which could have functioned as a foundation for a 
shared sense of community within the nation. Instead of cultivating a disposition 
towards ‗self-sacrifice‘ in order to take his place within his school community, Giring 
felt that he was actually ‗sacrificed‘ by his school and everyone involved in his 
formal education. Giring did not feel ‗bound by a deep horizontal comradeship‘ 
within his school community (Anderson, 1999, p. 3). Feeling excluded, he did not see 
that he had a share within his school community. His hatred towards school and his 
intensive engagement with the western pop culture created a distance between Giring 
and his imagined Indonesia. While Anderson (1999, p. 3) argues that ‗nationalism 
arises when, in a certain physical territory, the inhabitants begin to feel that they 
share a common destiny, a common future‘, in Giring‘s case, he did not see that the 
members of his school community shared a common experience and purpose with 
him. They were not ‗his comrades‘. 
 
Giring‘s experience of learning English through western pop culture also serves to 
illustrate Pratt‘s concept of the contact zone (Pratt, 2008). Western popular culture 
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served for him as a contact zone where an interaction between cultures took place - 
something quite distinct from his experience of formal schooling. In this contact 
zone, Giring could gain new perspectives and interact with a foreign culture. His 
curiosities in learning not only the meaning of the lyrics of the western songs but also 
the biographies of his favorite western singers show the development of his identity. 
The English that he appropriated through social interaction opened up the possibility 
for expanding his horizons instead of just remaining within his Indonesian world. His 
experience of engaging with English informally through western popular culture 
provides a marked contrast to his experience of formal education where he felt that 
his self was being denied. This connects with arguments about the way that 
Indonesian official nationalism was imposed from above, ‗where the authorities have 
tried to construct a common identity out of thousands of islands and ethnic groups‘ 
(Gruzd et al., 2011). Instead of valuing students as different and unique individuals, 
Giring‘s hierarchical schooling system treated him as though his life was in ‗a 
homogenous community or a horizontal alliance‘ where there could be no negotiation 
about who he was, or his values and desires (Pratt, 1991, pp. 33-40). Giring‘s 
accounts of his first contact with English and English education above confirm to us 
how Giring struggled consciously within and against the accepted forms (Miller, 
1995, p. 26) at his school.   
 
5.2. Ahmad: “English is a means of dakwah” 
 
I interviewed Ahmad in his office in university. As I have already explained before, I 
gave my interviewees some options whether to have the interview at a café, a 
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restaurant or at their office. Due to our religious concern, I suggested to Ahmad that 
he could take his wife along to the interview session if he wanted the interview to 
take place at a restaurant or a café. Both our religion and Minang customs dictate that 
it is not appropriate for just the two of us, a man and a woman, to be together 
particularly at a place like a restaurant without a third person accompanying us. We 
are aware of the danger that ‗fitnah‟ or false differences of opinions may spread 
regarding our relationship to one another. 
 
Unlike my interview with Giring, I used English to open my conversation with 
Ahmad. I did this because it would have simply been awkward if either Bahasa 
Indonesia or Minang were chosen as the language of our conversation due to the 
length of time that we have known each other, as well as the nature of the 
conversation we were about to have. Minang is certainly never the language of 
formal conversations among the Minang speakers. Although I was not proposing to 
have a formal conversation – I wanted Ahmad to relax in order to share his stories 
with me. Minang was just not right for my purposes.  
 
I did not choose Bahasa Indonesia either because I believed that this national 
language would only create a distance between Ahmad and I. The occurrence of a 
sense of ‗formality‘ would surely put Ahmad and me at odds, as our relationship had 
hitherto been informal and close. It might have been different if my interview with 
Ahmad was not an open-ended one. In the case of structured interviews, for example, 
the use of Bahasa Indonesia would be possible. Having worked in the same study 
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program (namely the English literature program), we had shared many experiences 
and developed a strong sense of collegiality. This language situation fits the concept 
of diglossia in Padang in particular and Indonesia in general. Fergusson (in Sneddon, 
2003. pp. 519-549) argues that although Bahasa Indonesia is learned largely by 
formal education and is used for most written and formal spoken purposes, it is not 
used by any sector of the community for ordinary conversation. In addition, Fanany 
(1999) claims that Bahasa Indonesia is suitable only for formal and official contexts 
such as ‗official business in the work place, radio and television broadcasts, press 
reporting, a large majority of books and magazines, and education‘ (pp. 103-105). As 
with Minang, the awkwardness that it may cause can be even more serious because it 
only suits informal occasions such as the language for conversation with family, 
friends and colleagues. Due the length of time we had known each other, we then felt 
quite at ease to speak English because compliance to speak ‗correct‘ English did not 
really become our concern. 
 
Nevertheless, I did not forget to inform Ahmad that I was always happy with 
whatever languages or dialects he wanted to use to tell his stories. I also told Ahmad 
that I would not mind bahasa gado-gado either. In Indonesia, Bahasa gado-gado is 
famously known as a mixture of many languages or dialects. In the Padang context, 
Bahasa gado-gado means a mixture of Bahasa Indonesia and Minang. Ahmad and I 
have in fact, experienced such communicative situations during our conversation 
within the English department and also in our personal lives where we had been 
trained to appropriate our languages and dialects in accordance with our purposes and 
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the situation. This is also the case of the language situation of the rest of my 
interviewees. Fanany and Mawardi (1999) claim that ‗most Indonesians develop at an 
early age the ability to shift codes, that is, to switch between languages and language 
varieties according to the situation‘ (p. 106).  
 
Ahmad‘s first contact with the English language took place in his little remote village 
hometown when he was still a primary school student and had not yet studied English 
as a formal subject. Learning English at this time in his kampung was still viewed as 
‗a lonely enterprise‘ (Lin et al., in Canagarajah, 2005, p. 203). Ahmad and the people 
in his kampung of Batang Tabik Payakumbuh were only able to get exposed to 
English with the arrival of two foreign researchers from abroad. Where these 
foreigners came from remains unknown to Ahmad, but his memory told him that they 
were black skinned and spoke English. The foreigners‘ goal was to introduce the 
villagers to a new technology for cultivating rice fields and other agricultural crops. 
Below is what Ahmad recalls from his encounter with the foreigner: 
 
At that time there was an event in my village when English 
native speakers came to our village. If I was not mistaken, 
they were from Tanzania, they were black skinned but they 
could speak English. At that time they wanted to explain to 
our villagers about the way of working in the field or 
berladang and bersawah. They were experts in agronomy, I 
think. And then…hmmm… they cannot speak Indonesia but 
English. And at that time there was one of our villagers who 
can speak English…. to be the translator. And then my parents 
said that they also wanted me to be like him one day. So at 
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that time my father was maybe really inspired by this villager. 
The information from the foreigners was very helpful for our 
villagers. It was a kind of good technology, how to cultivate 
the field. That one! That‘s the story that I still remember when 
I was still a student of the elementary school.  
 
Bersawah is a term used to refer to the most common activity carried out by 
traditional farmers in Indonesia, namely rice production. Rice is a staple for all 
classes of the Indonesian population. And berladang is a term used to refer to the 
activities of cultivating agricultural staples other than the rice, such as corn, potatoes, 
chillies, cassavas, and so on. Given the significance of bersawah and berladang in 
supporting the life of Ahmad‘s village community, the presence of the two foreign 
researchers from overseas was viewed as ‗bringing a new hope‘ for improving 
farming in Ahmad‘s village. So the people in Ahmad‘s village saw that it was ability 
in English that had helped this hope to be realized. English in this case was seen as a 
tool to bridge the communication gap between two languages and cultures, to the 
benefit of life in Ahmad‘s kampung.  
 
Since the foreign researchers could not speak any Indonesian, communication with 
the village people had to be conducted in English with the help of an interpreter. 
Luckily, there was one villager who could speak English. To little Ahmad, the 
opportunity to meet the foreigners and witness the use of English between the 
foreigners and the village member who acted as a translator expanded his knowledge. 
He became aware that the world consisted of more than his own culture, and he 
began to sense the positive role that English could play in his life. To Ahmad‘s 
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parents, who were farmers themselves, English offered them even more: a bridge to a 
new world and a tool that was valuable for improving what was central to their main 
source of living, namely bersawah. The villager‘s ability to speak English impressed 
Ahmad‘s parents, who then encouraged their son to study this foreign language. His 
father even said: ―I also want you to be like him one day, to be a translator‖. 
Ahmad‘s parents wanted him to be someone who could serve as a bridge between the 
Western world and their own world.  
 
Ahmad‘s belief in the importance of mastering English was also enhanced when he 
observed what happened when the two foreign researchers were invited for a meal 
without the presence of the villager who could speak English: 
 
Something funny happened at that time is… I think they 
were not familiar with our food. We served them a lot of 
food; rice, banana, and many other kinds of food. And at 
that time, they ate rice with banana. So, there was no one 
that could explain to them that it was not a good way, not a 
correct way to eat rice with banana. It‘s should be with curry 
or gulai. 
 
It is common in the Minang tradition to invite guests or family members to come for 
a special meal to show both respect and hospitality. Not knowing any English to 
explain to the foreigners what side dish was appropriate to accompany their rice, 
Ahmad and the villagers could do nothing to stop the foreigners from eating their rice 
with a banana - which to the villagers was a total mismatch. Although Ahmad viewed 
this experience as amusing, it brought home to him the difficulties that emerge in a 
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situation where no one can speak English-that English could play an important role at 
the intersection between two cultures, and that it could be a tool for bridging cultural 
differences and explaining the richness of Indonesian culture.  
 
The awareness that Ahmad‘s parents had about the role that English could play in 
bridging the gap between the villagers and foreigners opened a pathway for little 
Ahmad for further contact with English during his childhood. Ahmad was lucky to 
have such support from his parents, considering the fact that many people living in 
the rural areas in Indonesia are usually not aware of the role that a foreign language, 
particularly English, can play in their lives. This is not to say that they are ignorant, 
but the nature of the village life hardly requires the use of English in their daily 
routines. Ahmad‘s parental support appears to be a major influence in forming his 
early interest in the English language during his childhood. His parents‘ support was 
the booster that later allowed him to gain confidence in seeking further contact with 
English. 
 
In addition to the encouragement he received from his parents, Ahmad indicated that 
he was also motivated to study English because of the prospect of ‗going abroad‘: 
 
From a book that I read, it says that around 20% of 
people in the world use English as their national 
language, so it means that one day if I want to go abroad, 
if I can speak English, it means I can speak with people 
from 123 countries in the world. So you can imagine that 
if I cannot speak English, maybe I cannot communicate 
   
 
  
177 
  
 
with them. There are only 30% of people in the world 
that do not use English as their first language. That‘s my 
motivation to study English.  
 
Although Ahmad did not provide me with the precise reference for his information, 
but he can clearly be seen to be responding to the phenomenon of globalization and 
the spread of English. We can see above how Ahmad‘s effort to study English was 
actually influenced by his desires to become a member of the world‘s global 
community-his imagined community, where English was the condition for entering it 
and engaging with it.  Ahmad‘s utterances ―if I can speak English, it means I can 
speak with people from 123 countries in the world. So you can imagine that if I 
cannot speak English, maybe I cannot communicate with them,‖ reveal his 
understanding about the role that English can play in enabling him to connect with 
people beyond his immediate social networks. Consequently, he was worried that he 
would be left behind by this world‘s global community, which he wished to belong 
to, supposed he did not master English. 
 
Similar with Giring, Ahmad‘s early formal contact with English also featured 
unpleasant experiences, but by and large his memories of schooling are much more 
positive. Although in his early years of schooling Ahmad had what he called ―a killer 
teacher‖ who made his schooling unpleasant, by the time he reached year eight and 
nine in his junior college, his English teachers linger in his memory as 
communicative, patient, generous, and creative: 
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But during the second and the third years, it was with 
another teachers and I think the teachers were very 
communicative, very generous, and they taught us 
patiently, so we enjoyed English so much. The materials 
were also not taken from the handbook that we should 
study in the class only. The teachers were very creative 
to take some pictures, stories and even songs.  
 
 
Ahmad‘s English teachers still appeared to experience a conflict relating to both 
‗what to teach‘ and ‗how to teach‘. But even though his experience of English lessons 
was not uniformly positive, Ahmad managed to get high scores for his English 
subject, which he affirmed by saying Alhamdulillah (praise and thanks to Allah 
SWT).This utterance in Arabic is mentioned by Ahmad here and there in the 
interviews. It illustrates how his engagement with English is mediated by his Muslim 
identity. Ahmad felt that his success is only possible through God‘s blessings. 
 
Ahmad enroled himself at a private English course in order to improve his English 
ability, something that Giring, I and many other Indonesians did, too. This trend 
seems to reflect a failure of English teaching within formal schooling in Indonesia. 
Ahmad‘s experience of studying English at a private English course in the city of 
Payakumbuh called ‗Brother‘s International Course‘ resulted in him getting an 
opportunity to travel out of his local community. When Ahmad mentioned to me how 
happy he was to be offered a-one day trip to Bukittinggi, one of the most famous 
tourist destinations in West Sumatra, he laughed. He valued the outing to Bukittinggi 
at that time as a trip to a faraway place. I took his laughter as a confirmation that he 
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knew I was aware of his innocent point of view as a little child, considering the fact 
that the distance between Payakumbuh and Bukitinggi is actually only twenty-five 
kilometers and can be reached within approximately forty minutes. However, the way 
Ahmad emphasized the importance of the trip and his statement that not ―many 
people in Payakumbuh could go to Bukitinggi at that time‖ reflects not only the 
rareness of such trip to him and his village community but also a sense of prestige. 
Ahmad was aware that it was his English course that had enabled him to experience 
the privilege of one of those rare opportunities. Like common portraits of life in the 
rural areas in Indonesia, one‘s opportunities to go places are often hindered by many 
factors, the chief one being financial difficulty. Not owning a car, a family outing out 
of town means that one must have enough money to afford public bus fares. In this 
case, we can obviously see how Ahmad‘s early contact with English had enabled him 
to go places - to move a step ahead of his peers and their simple style of village 
living. This is what I mean by the role that English had played in moving Ahmad‘s 
life ‗forward‘. More importantly, his English ability had also placed him as a part of a 
special group of people - those few people who can afford to go to more places: 
 
At that time going to Bukitinggi from Payakumbuh was a 
very fantastic experience, because not all students in 
Payakumbuh can go to Bukitinggi. It‘s around 1990…At 
that time Bukittinggi was quite far from Payakumbuh 
(laughing). Quite far from Payakumbuh means not all 
people from Payakumbuh could come to Bukitinggi, and 
at that time we could come to Bukittinggi. We got to see 
the Jam Gadang, visit the zoo, etc.  
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The opportunity that Ahmad had to travel further out of his village territory reveals 
his journey of stepping beyond his community even though only in a modest way. 
English had enabled Ahmad to expand his horizon. His trip to Bukitinggi takes on 
the character of a metaphorical journey into a larger space and network of 
relationships. The trip allowed Ahmad to see and encounter not only a new region 
with a different landscape from his hometown, but a community that speaks a 
different dialect from the people in his village. Hence, Ahmad was exposed to the 
knowledge about the multilayered nature of languages and dialects that made up the 
Minang society.   
 
The trip to Bukitinggi was actually intended by Ahmad‘s English course to enable its 
students to ‗test‘ their English ability. Being the most well-known tourist resort area, 
Bukitinggi is visited by many white tourists who are commonly referred to as bule. 
Their presence can easily be noticed in public spaces due to their unique physical 
appearance among the locals, typically their blonde hair, fair skin and pointed noses. 
Although Indonesia consists of many ethnicities whose skin color ranges from yellow 
to light brown to very dark brown, on a daily life basis, exposure to these different 
skin colors is very minimal. Most Indonesians are used to having contact mostly with 
people from the same ethnicity - the Javanese communities concentrate on Java 
Island, the Minang dominate West Sumatra, The Betawis live in Jakarta, while the 
Bataknese live in North Sumatra, and so on. The fact that their life as one nation is 
actually richer than what they normally encounter in their daily lives is rarely 
experienced directly by the Indonesian people. Not to mention the financial hardship 
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in the country which hampers people‘s mobility from one place to another throughout 
the archipelago? The nature of ethnic diversity in Indonesia is completely different 
from what occurs in, for example, Australia where a great range of nationalities 
interact with each other on daily life basis.  
 
Wanting to test his English ability, Ahmad prepared himself to interact with one of 
those bules in Bukitinggi. The task involved two key challenges - firstly, to approach 
a white looking tourist and then to engage her/him in a conversation using English. 
Having experienced this, too, I know exactly what this task required of Ahmad - 
courage. Ahmad recounted his first encounter with bule in English the following 
way: 
To practice our English, we tried to keep trying to find a bule 
or maybe a tourist to interact with us. And then something 
funny happened to us at that time. Having seen a man who 
appeared like a bule…with white hair, with a hat and 
sunglasses, we approached the man and asked him: ―Sir! Sir! 
Can I introduce myself to you?‖ But then…out of our 
expectation that man responded to us in Bahaso kampuang or 
Bahasa Payakumbuah (Payakumbuh dialect) and said ―Apo 
kooo?‖ (What is this all about?). It was very funny. Perhaps he 
was not a bule. Despite the failure, we kept trying to find 
opportunities to speak with a bule. I gradually learned that 
some bule were backpackers. They did not have a lot of time 
to chat with us. Those backpackers wanted to enjoy their lives 
without any disturbance. So at that time we made conclusion 
that bule is very stingy. Bule is not communicative. 
Well…maybe at that time they were very busy. But we kept 
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trying to find a bule to speak with. We introduced ourselves 
because at that time we just finished studying about 
introducing ourselves at our English course. 
 
 
The content of the story that Ahmad shared with me above and the way Ahmad 
incorporated Minang language such as ―Bahaso kampuang”, ―Apo kooo?” and the 
word ―bule” in Bahasa Indonesia into his story was mediated by English. This 
highlights how Ahmad has lived at the interface between two languages and cultures. 
It is a condition of living at the ‗contact zone‘ (Pratt, 2008). Through his persistent 
attempts to engage with a bule, Ahmad gradually learned about the personalities of 
the bule tourists he had met. He was even able to differentiate between ‗bule tourists‘ 
and ‗bule backpackers‘. This reveals that Ahmad has since moved beyond such 
stereotyping. As someone who was also very eager to get acquainted with bule 
during my childhood, I believed that Ahmad‘s eagerness and persistence in his ‗white 
bule hunting‘ was influenced much more by his desire to have access or make contact 
with the white people rather than to test his English ability.  
 
Ahmad‘s further contact with English shows us again how he managed to find 
alternative ways to go much further beyond his local life context and to gain a sense 
of his nation out of his formal English education. It was noteworthy to see how a 
village boy like Ahmad was able to put some efforts into his desires to go and see 
more places in his country at a young age. By being a member of his school‘s 
Pramuka (scouts), one of the extra-curricular activities available at his school, 
Ahmad knew he could try his luck in winning a ticket to attend the Jamboree event, 
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the prestigious national gathering of Indonesian scouts from all over the archipelago. 
He registered himself to take part in the Islamic seven-minute speech competition 
widely known in Indonesia as Kultum or Kuliah Tujuh Menit. The content of the 
speech is usually about Islamic teaching but has to be delivered in English. Having 
won the speech at his school, Ahmad made his way to compete in the Jamboree 
event in Cibubur as one of the delegates from West Sumatra province. His English 
ability had transported him out of his kampung to see more of his nation. Ahmad 
crossed Sumatran Island and flew to Java to meet with other delegates from all 
provinces in Indonesia. In Cibubur, the Indonesian scouts gather annually:  
 
When I was in Junior high school, I joined the Scouts 
or ‗pramuka‘ in Bahasa Indonesia. I participated in a 
Kultum competition in order to win a ticket to go to 
Jamboree Nasional in Cibubur and represent West 
Sumatra. I really wanted to go there by using my 
ability in delivering a speech in English… 
Alhamdulillah at that time I won the competition and 
was chosen to be one of the delegates from West 
Sumatra to be sent to Jakarta.  
 
The Jamboree event itself could be seen as a way to enforce the idea of nation as an 
‗imagined community‘ where numbers of the Indonesian scouts that come from 
different provinces with different languages and ethnicities all over the Indonesian 
archipelago gather to unite as one identity in the ‗comradeship‘ of Indonesia‘s scouts. 
His ability to win the competition and then travel to Jakarta was understood by 
Ahmad as the proof of his English ability. His saying ―Alhamdulillah‖ several times 
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during the interviews reflects not only aspect of his Muslim identity, but also how 
Islam intersects with English in his efforts to learn English. The Kultum itself is an 
interesting example of a ‗contact zone‘, demonstrating how English with its status as 
a foreign language is used as a means of communication to deliver the Islamic 
messages.   
 
Unlike Giring, whose formal education was ‗not supportive‘ with respect to the 
learning of English, Ahmad had a different experience with English. Ahmad did not 
actually go to a common secular high school or SMU (Senior High School) but to an 
Islamic school called MAN (Madrasah Aliyah Negeri or equals to year 10, 11, & 12 
in Australia). It is interesting that Ahmad‘s school was very supportive in getting his 
students engaged with English at the interface of its strong Islamic and secular 
education. The school‘s positive attitude towards English and other foreign language 
learning was shown by the way his Islamic school promoted the language 
program/stream over the other three streams at the school. Unlike the common 
phenomenon in secular high schools in Indonesia, the teachers at Ahmad‘s school did 
not treat Jurusan Bahasa or the Language Stream as marginal or inferior to the other 
three streams, namely religion, social science and science streams.  
 
The constant call to study English at Ahmad‘s school is almost always related to a 
belief in the positive role that English could play in spreading dakwah or the 
messages of Islam across the world- one of the main reasons why the language 
program or stream was not looked down by Ahmad‘s school. This is in line with 
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Candraningrum (2008) who, having investigated the challenges of teaching English 
at Muhammadiyah‘s universities, argues that English language teaching in an Islamic 
university like Muhammadiyah is a highly Islamic political project which inevitably 
makes classrooms become cultural and political sites. This was broadly the case at 
Ahmad‘s school, too. 
 
With respect to the benefits of mastering English, Ahmad recalls his English 
teacher‘s advice that English was not the language that the Muslims would bring into 
the world after but Arabic. This means that English language learning was 
encouraged for living one‘s life on earth only. Despite the positive role that English 
can play for life on earth, it is therefore seen to only apply to one‘s mortal life, not to 
the life to come. To illustrate how Ahmad‘s school supported this view of English, 
Ahmad‘s teacher used the English letter that the famous Indonesian celebrity 
preacher AA Gym sent to the former US President George Bush. It was AA Gym‘s 
use of English in his letter that was emphasized by Ahmad‘s teacher as the key role 
for the successful delivery of his criticism of America for their aggression in the wars 
and conflicts that have been taking place in Iraq and Palestine. The emphasis that 
Ahmad‘s teacher placed on using English instead of Sundanese (the local language in 
West Java) and Bahasa Indonesia reveals a condition where the local culture and 
western culture are at the crossroads: 
 
My teacher said that English was not the language that we would 
use in the world after, but Arabic. In the world after we will 
answer the angels‘ questions in Arabic such as Maarabbuka 
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(Who is your God?) and not in English. So why should we study 
English? My teacher said that by mastering English we could 
perform dakwah. This is a kind of calling to all of the people 
around the world, not only the Muslims but all human beings in 
order to have good behavior. When AA Gym wrote a letter to the 
former president of The United States, George Bush, about his 
concern over the war in Iraq and Palestine, he did not write the 
letter in Sundanese or Indonesian, but in English. English was 
the only means of communication that could bridge AA Gym 
and George Bush. This is the role that English plays as an 
international language. Our teacher said that in Jakarta, where 
the foreign embassies are situated, people do not deliver the 
Khutbah (preach [my translation]) in Bahasa Indonesia, because 
all of the jamaah (audience[my translation]) are foreigners. So 
you need to perform the Jum‟at prayer (Friday prayer[my 
translation]) and the Khutbah in English. My teacher said to us 
―I believe that you all also want to be the one who is able to 
perform the Khutbah by using English, right?‖  
 
The belief that Ahmad‘s school has about the potential role that English can play 
within the global context has resulted in the school‘s fair treatment towards all the 
four main streams available at school. Instead of showing prejudice towards this 
foreign language, Ahmad‘s school, with its Islamic mission, appropriates English 
language as a tool to perform not only dakwah for the further spread of Islam but 
more importantly as a tool to ‗speak back‘ to the ‗West‘. Instead of being silent and 
becoming a spectator, one‘s competence in English is viewed by Ahmad‘s school as 
a great opportunity to have the Islamic voice ‗heard‘ within the international forum. 
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5.3. Deli: The strangeness of English: “I finally managed to learn „to be‟” 
 
Similar with my interview with Ahmad, I also chose to speak English to open my 
conversation with Deli. Not only had I believed that English would loosen the gap in 
our relationship so we could engage in a more relaxing mode of conversation, I was 
also aware of Deli‘s fondness and ability in speaking English. In fact, she was once a 
student in my class when she was still a freshman. But I only met her for one 
semester as I then left for Jakarta to take my Masters‘ in University of Indonesia. I 
did not see Deli ever since. When I met her again, she was already a Master‘s degree 
holder in Post-Colonial Literature- a degree that she obtained from one of the 
prestigious universities in Malaysia. We have been colleagues since then. Speaking 
English with her slightly Malaysian‘s accent, Deli was keen on throwing out protests 
or criticism towards the authorities of the English department or her senior colleagues 
regarding some of the rules imposed at the institution. Two of them are her protests 
towards the strong encouragement to wear jilbab or veil among female English 
teachers and the prohibition on wearing jeans to teach. In my daily chats with her I 
often sensed her rebellious tones and attitudes regarding those rules. Once in a while 
when I was still teaching before my departure for Australia, I saw Deli coming to 
teach wearing jeans unnoticed by the department‘s authorities. Her statement ―I don‘t 
like to follow the flocks‖ and the stories that she shared with me in our interviews 
about ‗the making of Deli‘ gave me some insights into why she chose the road less 
travelled in her life.  
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Deli was still seven years old and was in her first year of primary school when she 
whimpered and forced her mother to enrol her at one of the English courses in the 
Bukitinggi city, where the sights of western tourists wandering about the resorts areas 
are common. But Deli told me that she did not live and grow up in the city. She 
described herself as someone who came from a remote village in Bukitinggi, called 
Desa Canduang Lasi. So going to her English course meant that she had to travel to 
the city three times a week...‖So I went to Bukitinggi thrice a week to sit in my 
English class”. At that time, English courses were mushrooming in Indonesia and 
many of the Indonesian young people were eager to join in. Deli confirmed to me 
that her initial motivation to get engaged with English was actually stirred more by 
her desire ‗to join‘ an English course rather than ‗to study‘ English. This is an 
example of how the globalization of English has also reached Deli‘s life. Although 
Deli said that it was the nature of her personality that brought her to learn English, ―I 
had this big sense of knowing new things‖, the phenomenon that surrounded her 
childhood such as the mushrooming of English courses, very much supports the 
globalization of English in Indonesia. Her engagement with English was more to get 
the ‗cool‘ label from her friends. This fact about Deli‘s early contact with English 
shows us that little Deli was already able to see the role that English could play for 
elevating her status among her peers. 
 
Not having any stronger ground for her contact with English than ‗to look cool‘ 
among her peers, Deli immediately found disappointment with the English course she 
was enrolled in. Her first contact with English however, only lasted for three to four 
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months. Being placed in a class that comprised of all kinds of adult students, from 
secondary to university students and workers Deli as the youngest pupil, found her 
classmates ‗a mismatch‘. But it was the topic on ‗to be‘ that mostly tired Deli: 
 
I stopped going to Brilliant English Course because the 
instructor taught us about ‗to be‘. At that time I thought ‗to 
be‘ was very difficult. I didn‘t know how to match ‗I‘ either 
with ‗am‘, ‗is‘ or ‗are‘. So I didn‘t come to my English 
class anymore. Wow…very difficult for me. I know I loved 
English. But ‗to be‘ was so difficult that it held me…it held 
me until I was in Junior High School. And then when I 
found my teacher at school taught me ‘to be‘ 
again…oooohhhhh again….‘to be‘…oh no!!!Why subject 
‗I‘ must go with ‗am‘, but what about ‗was‘? And when 
must we use ‗was‘? What happened with ‗were‘? How can 
‗is‘ become ‗was‘? You know…there were a lot of things 
inside of my head. And my teachers could not resolve these 
mysteries. Oh my god. But then when I went to English 
course again the second time, ‗to be‘ was easy…probably 
because of the instructor. My instructor managed to teach 
me ‗to be‘ smoothly. 
 
 
Deli‘s initial experience learning English above gives us a very vivid sense of how 
learning another language is like learning another world, another way ‗to be‘. The 
topic on ‗Subject-Verb Agreement‘ was particularly very difficult for Deli because 
Bahasa Indonesia has very different verb patterns from English. The use of ‗verb be‘ 
(is, am, and are) for example, does not occur in Bahasa Indonesia, but in English, the 
‗verb Be‟ shows a relationship with the subject ‗He, She, John, I, It, We or You‘: 
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Putri bahagia sekali. ----- Putri is very happy. 
Saya bahagia sekali   ----- I am very happy  
Mereka bahagia sekali ----They are very happy. 
 
While blaming her teachers for her struggle to understand ‗to be‘ in the first place, 
later on when she enrolled herself again at a new English course, Deli in contrast 
credited her English tutor. She even considered her teachers at the course as the key 
factor that had finally enabled her to understand ‗to be‘ smoothly. Despite her 
growing interest in English language learning, Deli however, kept viewing her 
English teachers at school as ‗not helpful‘. To accelerate her English mastery and to 
improve her English scores, Deli relied on her English course. What mattered to Deli 
was getting good English scores displayed in her school report and certificates: 
I wanted to improve my grades at school. 
And the English Course did really help me 
to do so.  
 
 
Like Giring‘s portrait of education, Deli‘s education was also much determined by 
the ranking system. But different from Giring, Deli took this colonizing system as the 
only reason she still put her efforts in learning English at school-to get good scores. 
This reveals Deli‘s understanding of the role of these scores would play in enabling 
her to achieve her future dreams. Her very big interest in the Western songs was 
viewed by Deli as another reason why she attempted to put some efforts in learning 
English at school: 
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You know I really love western songs. I love learning 
English but English at school was boring. But because of 
the songs, I forced myself to learn English. I think I often 
pestered my teachers by asking them to explain the 
meanings of the content of my favorite songs. I was very 
closely engaged with western popular cultures, songs and 
so on.  
 
When I asked Deli if she had understood at that time of the role that English could do 
in enabling her to get a good job, Deli immediately responded: 
 
 Oh Nooooo!!! It was not about a job. It was about 
understanding western pop songs like Celine Dion‘s The 
Power of Love, Backstreet Boys‘ songs, Mariah Carey‘s 
songs, Boys Band and so on. I loved English songs so 
much that my friends predicted that I would marry a 
foreigner one day. In fact, I did not marry a foreigner, but I 
became an English teacher.   
 
Similar to Giring‘s big interest in Western popular cultures, Deli appropriated her 
English education at school as a way to deal with her hobby. Considering her 
understanding of the importance of good scores for her formal education, it was 
understandable when Deli attempted to find ways to motivate her to join her English 
learning at school.   
 
When mentioning ‗one of the so many reasons‘ why she decided to enroll herself at 
an English course again, Deli suggested that she had a lots of plans with English. 
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This shows us that Deli was aware of the many positive roles that English could do 
for her life. Although she did not enjoy learning English at school, she still made 
great efforts to get good scores for this subject. And she believed it was her teachers 
at the course who could help her achieve her goal: 
 
So if you want to know who the biggest influence in 
teaching me English was, I will say my instructors. 
Suppose I did not have nice or talented or capable 
instructors at Dynasty, I might quit again. Although I 
managed to get the scores 8 and 9 for English subject at 
school, I felt that there should have been more that 
English offered to me. So I decided to go to a course. So 
one of the so many motivations I enroled in English 
course was to help my grade at school because the 
teachers at my school were helpless. 
 
By enrolling herself in a private English course, Deli saw the possibility of 
accomplishing two missions; her quest for more knowledge about English and the 
good scores demanded by her education.  
 
When entering Senior High School, Deli chose the Social Stream because she said 
she loved learning Anthropology and Sociology. A language stream was no longer 
available at Deli‘s school. The abolishment of the language stream in many high 
schools in Indonesia reflects the marginalization of language studies. While Suharto‘s 
regime was very keen on promoting Bahasa Indonesia as a tool to bridge and unite 
the diverse Indonesian society, it did not give full support towards facilitating 
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language education for the Indonesian young ones. Deli‘s choice for the social 
program was understandable. Deli did not appear to be affected at all by the absence 
of the Jurusan Bahasa or Language Program in her school. But this is understandable 
since her quest for English at school was only for improving her English scores. Deli 
described the time she spent studying at the social program as the most enjoyable 
period in her educational history ―I was lucky in term of choosing the right program 
for myself. The last year of my high school was the brightest time of my 
adolescence‖. The reason why Deli praised her education in the Social Stream was 
because her quest for knowledge in Anthropology and Sociology such as the concept 
of ‗cultures‘ and ‗race‘ was fulfilled here: 
 
I learned about culture…for the Balinese they do this, the 
Sundanese they do that, the Bataknese do this… and so on. 
I learned about race concept for the first time such as The 
Anglo-Saxon guy, the Negrito guy, the Malay guy and so 
on.  I was a diehard fan of football, so I had a lot of 
football players‘ posters. So Roberto Baggio is for the 
example of the Alpine race, Alan for the example of 
Anglo Saxon and so on. So it was easy for me to complete 
my assignments at that time.  
 
Deli‘s growing interest in her formal education particularly after she enrolled in the 
Social Stream reveals that to her, formal education was more than just a quest for 
‗good scores and rank‘. Formal education to Deli was about making meaning from 
her daily life experiences. This was the way Deli saw she could expand her horizons 
through English mastery.   
   
 
  
194 
  
 
 
What we can conclude from the accounts that Giring, Ahmad and Deli have shared 
about their early contact with English through their formal education was a mismatch 
between what English was brought to them and how it was taught to them in class 
and the dreams that they personally wanted to achieve through English. Being placed 
tightly within a centrally structured educational bureaucracy, Deli, Ahmad and Giring 
were made to learn English in ways required to meet the national curricula. This 
means that their English education was placed tightly within a system that privileges 
examination, result, exam scores, and school ranking. As a result, Deli, Ahmad and 
Giring were left without or with a very limited space to bring their worlds into their 
classrooms. They were pushed to study within the atmosphere of sameness because 
every question must be responded with only one definite answer such as A, B, C or D 
(Leigh, 1999). With this mentality, it was unlikely that there was a room left for Deli, 
Ahmad and Giring to bring their ‗real worlds‘ into their classroom in order to have 
conversations about their points of views, their likes and dislikes, their subjectivity 
rather their objectivity, because the examination system has shut everyone down. 
Leigh (1999) argues that the pressures for examination had conditioned both students 
and teachers to continuously become aware of not crossing over ‗boundaries‘ (p. 36). 
‗Mental excursions‘ that would allow them to use their critical thinking and 
imagination (such as essay type answers in exams and dialogic conversation in class) 
were not allowed because ‗they are felt to be out-of-bounds‘ and are therefore, 
subversive (Leigh, 1999, p. 36). It is then understandable when my interviewees seek 
alternative ways to learn English ‗in action‘, that is to learn English that is grounded 
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in ‗social relationships‘: Giring found his world in the video games, western music 
and western films he loved to watch with his close friends, Ahmad was able to go 
places and even travelled outside of his kampung to meet people of his kind by 
joining a private English course and taking parts in English speech contests and Deli 
who joined a private English course to help her understand the English songs that she 
really loved to sing and listen to better. Her decision to enroll herself in the Jurusan 
Sosial or the Social stream was motivated by her quest to engage with the concept of 
races and culture through which Deli was able to learn about other people who share 
this world and this life with her such as the Anglo-Saxon, the Malay and the Negritto 
races.  
 
 
 
 
 
 
 
 
 
 
 
   
 
  
196 
  
 
                                    CHAPTER 6 
 
Literary imagination within the policy restraints of the New Order 
 
No unifying significance can inhere in a structure 
of words, spoken or written, because texts are not- 
except in trivial sense-objects, and so cannot 
contain anything definitely. They are only media 
of exchange. Although we do often refer to verbal 
artifacts and the content of utterances as ‗texts‘, 
this is hardly more than metonymic shorthand. In 
a fuller sense, text is a semantic process by which 
meanings are transacted through the verbal 
material, not deposited in it.  
Reid, I. (1984). The making of literature: Texts, 
contexts and classroom practices. Kent Town: 
Australian Association for the Teaching of English. 
        
The accounts of my respondents‘ early encounters with English in the previous 
chapter have shown us that although common histories and cultures mediated their 
life experiences, each offered a different story of how they first engaged with English 
and appropriated it for their own purposes. The stories that my interviewees shared 
with me about their earlier contact with English provide windows into how each 
appropriated English within the context of Indonesian history and culture on their 
own terms, and how this appropriation is a function of their individual and situated 
experiences, their particular needs and desires and their interpersonal relationships, 
all of which convey a sense of both their uniqueness as human beings and the 
common situation they share.  
 
In this chapter I present accounts of my interviewees‘ emerging awareness of the 
significance of literary studies (or a literary imagination) within the policy restraints 
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of Suharto‘s New Order.A critical entry point for understanding the accounts of their 
educations that my interviewees shared with me in this chapter is provided by the 
ways they conceive of their identity as being in conflict with existing educational 
policy about literary education in Bahasa Indonesia. That policy constructed young 
people in an identical way, ignoring the fact that they were immersed in various 
ideologies, in various forms of ‗ideological becoming‘ (Bahktin, 1981) that led to the 
formation of different identities, and that their beliefs and values were crucially 
bound up with their daily life experiences as members of one of the communities that 
make up the Indonesian archipelago.  
 
Their stories provided me with more insights into how Indonesian educational 
systems and schools have long been hostage to a rhetoric of high-stakes testing, 
direct instruction, ranking system and national standardized exams- the sites where 
the transmission of information and rote learning matter more than managing ‗social 
relations‘ and ‗dialogic inquiry‘ (Barnes, 1976; Wells, 1999). When outcomes 
ideology is applied to the language education of Bahasa Indonesia, for example, it 
can hardly do justice to the complexities of teachers‘ work and the richness of the 
worlds that students bring with them into the classroom because this ideology 
transforms the classroom into a site where language is viewed as ‗abstractly unitary‘ 
and ‗singular‘ (Bakhtin, 1987, p. 288). Within an educational system that values 
high-stake testing, the act of negotiating meanings, values and beliefs through 
relationships are not appreciated or even possible because all the answers in the 
exams are already determined and fixed.  
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Anderson‘s concept of ‗imagined communities‘ is especially relevant for my analysis 
in this chapter because it recognizes the ‗intentional possibilities‘, that is, the dreams, 
hopes and desires and the potential for the realization of an alternative to colonial 
rule. However, through the concept of ‗official nationalism‘, Anderson also shows 
that struggles for independence did not automatically give rise to the kind of society 
envisaged by those who led the struggles for independence. Anderson employs the 
term ‗official nationalism‘ to indicate the way nationalism was transformed into 
something imposed from above, by the powers that took over from the colonial 
rulers, thus taking on a problematical role vis-à-vis the communities that comprised 
the ‗nation‘. This distinction is important for the following analysis of my 
interviewees‘ accounts of their literary education, which all feature a tension between 
the ‗official nationalism‘ dictated by Suharto‘s New Order and their own burgeoning 
sense of the possibilities opened up by the literary imagination. This tension, 
however, did not involve any hard and fast binaries, in that their sense of the 
possibilities available to them through education was obviously mediated by 
‗official‘ expectations, with the result that their awareness of alternatives is best 
described as a sense of difference, of traces of alternative ways of thinking and 
feeling (the kind of sensibility that is typically named by the term the ‗literary 
imagination‘, that were still part of the way they were socialized into the New Order). 
 
The following accounts of my respondents‘ encounters with literature convey a sense 
of some of the ways in which they experienced language beyond the utilitarian 
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purposes of grammar instruction. Their stories provide us with glimpses of the 
complex social, cultural, political and linguistic relations that they negotiated at home 
and in educational setting as a result of their individual pursuit and commitment to 
language education.  
 
All my respondents were born and completed their formal education during the 
period of Suharto‘s long rule (1965-1998). During this 32 year period the Indonesian 
people experienced restrictions in many, many ways. One of the regime‘s oppressive 
laws was that Indonesians were only allowed to listen to ‗stories‘ that were 
sanctioned by the New Order. These stories comprised the ‗official‘ history of 
Indonesia, such as the story of Suharto‘s remarkable policy decisions that brought 
prosperity to the whole nation through his project of pembangunan ekonomi bangsa 
or national economic development, and the story about the resurgence of the latent 
danger of the communist PKI (Honna, 2001; Heryanto, 1995). To better succeed his 
development agenda, the New Order positioned the PKI communist as ‗a social evil‘, 
and they themselves as the ‗antidote‘ (Goodfellow, 2003). As a result, Suharto 
justified the employment of the military power in order to safeguard his regime. This 
was the way Suharto argued he could maintain the nation stability. It was this kind of 
anti-communist propaganda that had enabled him to rule Indonesia without much 
opposition for 32 years, despite the massacre that his regime had committed on 
hundreds of thousands of their fellow civilians whom they accused as communist 
PKI, in what Anderson (1999, p. 7) calls ‗the most horrible ways, …with not a single 
murderer ever brought to a court of justice‘. This brief account is a poignant reminder 
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that the history of Indonesia is truly ‗a story about who controls the means of 
historical consciousness as well as the production of narratives‘ (Goodfellow, 2003. 
p. iii). 
 
Honna (2001) explains that in order to fulfill his goal of economic development, 
Suharto made it clear at the beginning of his rule that such a project was undeniably 
important for achieving the prosperity of the nation, after the disastrous policies of 
President Sukarno. The New Order therefore instructed all layers of Indonesian 
society, including the diverse communities that make up the Indonesian archipelago, 
to comply with their development project. Within the context of Indonesian 
education, for example, this meant that schooling in Indonesia had to comply with the 
New Order‘s standards policy. The teaching of Bahasa Indonesia was heavily 
governed by Bahasa Indonesia baku or the Standard Grammar of Bahasa Indonesia. 
The standards placed importance on the ability to write and read scientific essays in 
accordance with standard grammar. Maier (2005, p. 2) views the privileging of the 
standard grammar as showing both ‗the growing authority of Bahasa Indonesia and 
the growing marginalization of the regional languages‘.  
 
The emphasis placed on standardisation by Suharto‘s education policy meant that the 
language curriculum of Bahasa Indonesia had only very limited space to expose 
Indonesian students to Indonesian literature and in particular, the exploration of the 
‗literary imagination‘. When Bahasa Indonesia is reduced to utilitarian purposes - as 
something that serves the interests of the economy - key dimensions of language are 
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ignored. Language is treated as something that simply names people and things, as an 
instrument for getting things done. The notion of literary imagination, however, 
typically puts emphasis on feelings or emotions, on language as an embodiment of 
our values and desires about the situations that we experience in our life. This 
opportunity will be missed, and the worlds of thought and feeling opened up by the 
literary imagination will remain unrealised in any language education that is fixated 
on standardisation and measurement. The accounts that my interviewees shared with 
me below reflect how they appropriated their literary education ‗within‘ and ‗against‘ 
the policy restraints of the New Order (Miller, 1995). In the following we catch 
glimpses of the different ways in which my interviewees respond within ‗the contact 
zone‘ (Pratt, 1991) within the liminal space between Bahasa Indonesia and English, 
to the fixity imposed on them by their language education in Bahasa Indonesia. 
 
6.1. Giring: “I chose the school library to escape” 
 
The New Order‘s demand to support their pembangunan or development project for 
the prosperity of all certainly required active participation from all layers of 
Indonesian society, including its ethnic communities and institutions. This common 
project could have been realized only if the diverse populations of the archipelago 
had seen and felt that they had a common share in the nation‘s project. Giring‘s 
account about his literary education in Bahasa Indonesia below shows us how his 
education was strongly mediated by the multiple contexts in which he studied, 
specifically the policy context, his institutional settings and the history of Indonesia 
as a post-colonial society.Through his stories, Giring revealed how his initial contact 
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with literary education in Bahasa Indonesia was heavily governed by the constraints 
of the ‗outcomes‘ policy of the New Order. Therefore, instead of viewing his early 
formal education as a site where he first discovered his love for literature and was 
then able to nurture it, Giring felt that his formal education actually undermined his 
capacity to engage with literature in any truly meaningful way. Yet, the ways Giring 
tried to equip himself both against and within accepted forms of a literary education 
in Indonesia also conveys how he managed to make his education his own, 
appropriating the cultural resources that became available to him according to his 
needs and desires as a young person living in a postcolonial society like Indonesia. 
 
Giring had no clear memory of whether he was ever taught anything distinctively 
literary or read any particular piece of literary work when he was in SMP or Junior 
High School (which is equivalent to year 7 to 9 in Australia). He confessed to being 
totally blank about his literary education in SMP. This suggests that literary texts 
were only touched on slightly or not taught at all and that literature did not have an 
important place in his school curriculum. In contrast, Giring recalled some 
distinctively negative memories about his experiences of studying literature in his 
Bahasa Indonesia‘s class in SMU or Senior High School (equivalent to year 10 to 12 
in Australia), remarking:I always associated literature with something boring and 
difficult to understand. 
 
Giring and both of my other interviewees referred to the two Indonesian famous 
nationalist poems ‗Kerawang Bekasi‘ and ‗Aku‘ by Chairil Anwar, when giving me 
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examples of literary works that they had studied during high school. Chairil Anwar is 
one of Indonesia‘s leading writers whose works were published by the Balai Pustaka 
publisher or the state‘s publishing company at a time when it was heavily controlled 
by the Dutch administration. The commonality of the works studied by all of my 
interviewees, including myself, reflects that the national curriculum of schooling in 
Indonesia was highly controlled by the central government.  
 
A brief excursus, however, seems warranted at this point. Before I continue with my 
account of Giring‘s experiences of studying literature in Bahasa Indonesia, I think it 
would be useful to examine an excerpt from the poem ‗Kerawang Bekasi‘. It is quite 
illuminating with respect to the stories told by my participants. This is to show that 
the poems valued by the regime were not inherently nationalist in character (or at 
least not in the sense of the ‗official nationalism‘ propagated by the Suharto regime), 
and that ‗Kerawang Bekasi‘ might lend itself multiple interpretations, allowing 
conversations to emerge in the classroom. This is also a way of showing both the 
constraint and the promise of a literary education as it was experienced by each of my 
interviewees. 
 
Kerawang Bekasi 
By: Chairil Anwar 
............................. 
Kami tjuma tulang-tulang berserakan 
Tapi adalah kepunjaanmu 
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Kaulah lagi jang tentukan nilai tulang-tulang berserakan 
Ataukah djiwa kami melajang untuk kemerdekaan, kemenangan  
dan harapan 
 
Atau tidak untuk apa-apa 
Kami tidak tahu, kami tidak lagi bisa berkata 
Kaulah sekarang jang berkata 
 
Kerawang Bekasi 
Chairil Anwar 
 
…………………………. 
We are only scattered bones 
But they belong to you 
And you will decide the value of these scattered bones 
Either we died for freedom, for victory, for hope 
 
Or for nothing 
We don‘t know, we can no longer say 
Only you can speak now 
(English translation by Burton Raffel, 1962) 
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Literary theory teaches us that texts are a function of contexts, which means that their 
meanings are always unstable, depending on the ‗interpretive communities‘ that read 
and appropriate them (Reid, 1984; Fish, 1989; Doecke et al., 2011). Although the 
poem ‗Kerawang Bekasi‘ is a rich linguistic artifact that dramatically conveys a sense 
of the powerful emotions that arose out of the struggle for Indonesia‘s independence 
from the Dutch colonization, it cannot be reduced to a simply a patriotic declaration 
of independence, but still lends itself to multiple interpretations. The title ‗Kerawang 
Bekasi‘ alone, for example, suggests possibilities that go beyond the concrete details 
of a site where the struggle for colonization once took place in Indonesia. The words 
and form of the poem invite the emergence of different ideas and discussion, such as 
how young people in a postcolonial country like Indonesia view and interpret places 
such as Kerawang and Bekasi, as well as how they critically engage with an ongoing 
struggle for independence that would be personally meaningful to them. After all, 
notions such as ‗colonization‘, ‗freedom‘, ‗victory‘ and ‗hope‘ do not mean the same 
thing for everyone. When read within different contexts and social and cultural 
relationships, the poem serves different purposes, suggesting that such a linguistic 
artifact does not exist ‗in itself‘, but only within the network of relationships in which 
it is read and appropriated (Bakhtin, 1987).  
 
Giring‘s account of his experience of studying the poem ‗Kerawang Bekasi‘ (which I 
outline below) shows how his education did not provide enough room for multiple 
interpretations to occur in the class. Giring and his peers could have been challenged 
to engage with the poem in critical ways that involved their feelings, imaginative 
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thinking and the particularities of the different worlds of experiences they brought 
with them into the classroom. Giring found that he was not provided with the 
opportunity to relate to the poem and to make connections between the poem and his 
daily life experiences: 
 
The poems ‗Kerawang Bekasi‘ and then ‗Aku‘ by Chairil 
Anwar! Yes, these were the poems. I didn‘t know how to 
interpret it, so I just listened to the teacher. My teachers 
explained the meanings of the poems. They talked about 
nationalism. They talked about how people sacrificed their 
lives for their country. This was not fascinating because my 
teacher always confined poetry to talk of nationalism…you 
know… things that are not…not…everyday things. Kalau 
mungkin pembelajarannya yang ada everyday things-
nya...apa saja...mungkin akan …wow!! Akan menarik gitu 
ya!  (If only literature learning was related to everyday 
things, anything…maybe wow!!It would become 
interesting, wouldn‘t it? [my translation]).  
 
The topic of nationalism was of course an important one in the classrooms of the 
New Order, where the aim was to cultivate among young people a love for their 
nation, after a long period of colonial rule followed by what the New Order deemed 
to be the threat of a communist takeover. But in Giring‘s case, this meant a literary 
education in Bahasa Indonesia that tried to close down any alternative readings and 
understandings. The notion of reading enabling people to enter into another 
imaginative world is a common one. Although it is somewhat clichéd, it nonetheless 
suggests that reading serves other purposes than the transmission of information, still 
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less the propaganda aims of the New Order. It also opens up the dangerous possibility 
of imagining the world differently from the one we know at present, which is an 
uncomfortable prospect for those who hold power. The New Order wanted to ensure 
that teachers were seen to be figures of authority that could instill in their pupils the 
‗correct‘ meaning of the poem, ensuring that it reflected the values and beliefs of the 
regime. The reading they privileged, within the institutional constraints imposed by 
school as a function of government policy, was a form of ‗official nationalism‘.  
 
Giring‘s remark that his teachers always confined poetry to thinking about 
nationalism, and his passive responseof just listening to his teacher as he imposed 
meanings on him and his class mates, reflects how his teacher was conditioned to act 
solely as a medium ‗to pass on all information in the textbooks‘ to his or her students 
(Leigh, 1999, p. 45). The textbook‘s authority was underlined by the assessment 
imposed by the teacher, in that only the prescribed information contained in the texts 
book could be be accepted as a correct answer. ―Not fascinating‖ is the word that 
Giring chose to describe the way his teacher restricted the meaning-making process 
in his poetry class – a meaning defined in accordance with the official curriculum‘s 
prescription.  
 
Giring‘s story also tells us how the ways poetrywere taught to him have undermined 
any possibility of becoming excited by language and of exploring the interplay 
between words and meaning that characterizes poetry. Giring‘s literary education in 
this case did not give him an opportunity to explore and evaluate the language of the 
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‗Kerawang Bekasi‘- weighing up the meaning of each word and the associations that 
they evoked. As Eagleton (2007) states: ‗Poetry is an image of the truth that language 
is not what shuts us off from reality, but what yields us the deepest access to it...so 
that to grasp them (words) as precious in themselves is also to move more deeply into 
the world they refer to‘ (p. 69). The poem after all could not mean one and the same 
thing for everyone. Following on from Eagleton‘s remarks, we can see that what was 
missing in Giring‘s class was any opportunity for him and his friends to work with 
words, that is, to play with language that connects their particular daily experiences 
as young people living in a postcolonial society like Indonesia with the language of 
the poem. We can see that Giring is gesturing towards what a language education – 
specifically a literary education – might be, and the possibilities for thought and 
imagination that literary language opens up. This is an irony. Although language is 
supposedly the object being studied, it is fairly clear that the emphasis on ‗official 
nationalism‘ displaced any attention to the work that language was doing in this 
poem to promote a nationalist ideology. To have engaged in practices that 
encouraged ‗playing with words‘ would have been to expose nationalism as an 
ideology, as something constructed through language.  
 
The lack of encouragement offered to Giring and his peers to get involved in the 
complexities of interpretive activities in the class resulted in Giring‘s hesitancy to 
actively participate in the lessons because at the end of the day it was always his 
teacher who was correct - the one who was authorized to pass on a fixed definition of 
what the poem was all about. But Giring‘s passivity and compliance in this one-sided 
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meaning-making process class can also be viewed as reflecting his ‗own choice‘. 
Aware of the authority of the teacher as the transmitter of government policy, Giring 
understood that silence and compliance were necessary in order to survive his 
education in Bahasa Indonesia and to obtain good scores and pass the examination.  
 
Despite his negative view towards his early literary education, it is interesting to 
listen to Giring‘s story below about how he managed to nurture and develop a great 
interest in reading within his formal schooling. This led me to explore the account he 
gave me that described his own efforts to fulfill his thirst for reading literature and all 
sorts of books that were available from his school library. In his story, Giring showed 
how he treated his school library as a means of belonging to the kind of ‗imagined 
community‘ (Anderson 1991, p. 45) that he longed to be part of, and how his 
relationship with the words in the books he found there replaced the rigidity of his 
formal language education in Bahasa Indonesia. We can see here how Giring reacted 
to the tensions that he experienced by not letting the repressive nature of his language 
education stifle any of his own personal love for reading literature. On the contrary, 
for Giring reading became ‗a refuge‘ for him from the stifling effects of the 
nationalist sentiments that were being imposed upon him in class. The school library 
became space where he was able to transcend his present environment and connect 
with ‗his imaginative world‘ through reading: 
 
Reading was not my family tradition. My father only read 
newspapers and my mother probably didn‘t read as much 
as my father. Like many other kids, I only read comics. 
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But I was never really attracted to read books in my 
elementary school. But things started to change in SMA… 
I liked to go to the school‘s library and finished a couple 
of books. If others chose the school canteen as an 
alternative place for cabut, I chose the school library to 
escape. Why...because reading was my only option. I like 
to read a book entitled ‗A Dialogue between a Muslim and 
an Atheist‟; I also like books about dinosaurs. I did not 
feel comfortable with my formal education, so I liked to 
find things by myself through the books that I read. In the 
library, I found what my formal education could not 
provide me with. 
 
Giring‘s account tells us that reading did not derive from any interest shown in 
reading by other members of his family. He credits his school library and the books 
he found there with opening up his consciousness to other imaginative and 
intellectual worlds. To him, the library was like a sanctuary from the routines of his 
school. Although he does not explain why he did cabut or skipped classes, it is clear 
that he made use of his absenteeism in class to visit the library in order to continue 
with his reading. Cabut is a term in Bahasa Indonesia that colloquially means not 
attending or missing classes or school without consent. But there are actually various 
reasons why Indonesian students frequently do cabut or skip classes while on the 
school grounds. In the case where a substitute teacher does not replace an absent 
teacher, for example, the class is usually left unattended. Sundaryani (2015) writes 
that there are also cases when the teachers are actually on school grounds, but not in 
the classrooms where they are supposed to be teaching. As a result, students hang 
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around the school. Many end up in the school canteen, some others (particularly male 
students) prefer to chat away and smoke in the small warung (small traditional shops) 
near the school, a few may visit the school library and some may stay in class chit-
chatting or getting their homework done before the next teacher arrives to teach 
another subject. 
 
Although Giring could have gone to the school canteen, opening up the possibility of 
socializing in a relatively informal setting with friends, Giring chose to go to the 
school library instead. By saying that he ‗chose‘ the school library ‗whenever‘ he did 
cabut, we can see that Giring skipped classes consciously more than once. This 
enhances the impression that Giring visited the library with a purpose. By choosing 
the word ―escape‖ to describe his feelings of release on going to the library, Giring 
conveys a sense of tensions from which he wanted to free himself.Not liking school,  
Giring found the reading in the school library as a way to transport himself to another 
‗world‘ where he was happy, where he could make links and therefore make sense of 
the world through his own experiences and emotions. The reading activities that he 
enjoyed in the library fulfilled what was missing in his class. In the solitary moments 
he often spent in hisschool library, Giring found his ‗imaginative comrades‘ in the 
books that he read.  
 
Giring‘s particular interest in reading books such as Sebuah Dialog Antara Seorang 
Muslim dan Atheist (A Dialogue between a Muslim and an Atheist) and books about 
animals such as dinosaurs reflect the dynamic nature of his personality, which 
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significantly contradicts the stagnancy of his formal education. His choice of the 
book above is interesting because atheism has never been a popular belief in an 
Indonesia where the first principle to become a citizen of the nation is a belief in one 
god. In their attempts to shut down communism and related activities, the New Order 
regime banned the circulation of information and discussion that were related to 
communism within the Indonesian curriculum, except for the fact that communism 
denied belief in the existence of God and was therefore a destructive belief. For a 
country like Indonesia where the majority of the populations are Muslims, it was not 
difficult for the New Order to convince people that there was no need for showing 
curiosity or further interest in communism. The ways the New Order shut down any 
possibilities to relate to atheism in Indonesia resulted in the wide acceptance that this 
type of curiosity was taboo. In his school library, Giring, however, was able to 
explore what could have been viewed as taboo by the New Order.  
 
Giring‘s enthusiasm in reading the book about atheism is therefore interesting 
because it reflects not only his thirst for knowledge that was not available in both his 
formal and informal lives, but also his thirst for a social space that would allow him 
to experience what it could be like to exchange ideas through a conversation between 
two sets of beliefs- between Atheism and Islam. His interest in the book can also be 
viewed as showing his rebellion against the New Order‘s authority. Although literally 
Giring went to read in the library by himself, the nature of the reading activity that he 
pursued in this space effectively allowed him to be present in what Yandell (2013, p. 
70), drawing on Bakhtin (1975 [1981]), calls ‗an inherently multi-voiced‘ classroom 
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where ‗the inter-discursive nature of social interaction is … a feature of the real 
world‘. Unlike the ‗official‘ learning in his literature class, in his solitary reading, 
Giring had the opportunity to play with his imagination and feelings in an 
adventurous way. This was the kind of ‗social activity‘ that was missing in his 
literature classroom (Doecke, 2014, p. 139). 
 
6.2. Deli: “My literature lesson was like a ghost” 
 
Deli‘s accounts about her early experiences of studying literature in high school also 
appear to be firmly located within the New Order‘s policies, reflecting the tensions 
that are also revealed in both Giring‘s and later Ahmad‘s stories, albeit in a different 
way. Deli describes her early experiences of studying literature in Bahasa Indonesia 
during high school as being in the presence of a ghost: 
 
Hmmmm…my literature lesson was just like a ghost! It was 
there, but it did not exist. I remember I studied the poem 
‗Aku‘ by Chairil Anwar from Angkatan-45 or the 1945-
Period. And then hmmm somebody else from Angkatan 
Pujangga Baru. We had to recite the poems. The poem 
‗Aku‘ was an obligatory poem at that time. And I hated 
poetry! I did not know why I am now teaching poetry. When 
I was still in Senior High School, I promised myself that I 
would never ever study poetry for the rest of my life because 
poetry was so difficult. It was so absurd. My teacher often 
suddenly asked us, ―So, what does this poem mean?‖  I was 
so blank. I did not know what to say. What would I say 
anyway? But now I am teaching poetry and I enjoy poetry a 
lot.  
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Deli‘s evocative remark that studying literature was like an encounter with a ghost, 
conveys a sense of her negative experience of Bahasa Indonesia as a school subject. 
By saying that ―it was there but it did not exist‖Deli indicates that literature was only 
a very small component of her Bahasa Indonesia class- that it was not the focus of 
any lesson and also that it was not taught in a way that would allow her to engage 
closely with the play between words and meaning. Deli‘s statement that she hated 
poetry is understandable because through her account we can see that domination and 
subordination were heavily manifested in her classroom, where her teacher as the 
person with the authority never respected Deli‘s existence as her interlocutor. Deli‘s 
existence in the class was hardly something that was registered in the teacher‘s mind.  
 
Deli‘s remark on how her teacher often rushed the students in the class to define the 
general meaning of the poem by simply asking them ―So, what does this poem 
mean?‖ shows us a lack of recognition of the ways that ideas are actually mediated 
by language and the stylistic features of the text. The theme of a poem cannot merely 
be taken out of the text for all to see, but can only be understood as it is mediated by 
words and a provisional understanding of the unity of the text, a play between the 
whole and the parts that eventually allows us to make a judgment about both the 
meaning of particular details and the meaning of the text as a whole. Rushing Deli 
and her peers to define the general meaning of the poem, Deli‘s teacher closed down 
any opportunity for her young pupils to ‗hold onto such things as imagination, 
creativity and desires‘ (Beavis, 2006, p. 64). As Beavis goes on to say: ‗Literature 
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famously uses language in ways over and above what is necessary for the minimal 
creation of meaning‘ (p. 54).  This means that in order for Deli to come to a certain 
understanding of the meaning of the poem, she had to be offered an opportunity to 
have some ‗kinds of engagement with the text…different ways of reading, different 
ways of doing things with texts‘ (Yandell, 2013 pp. 1-2). 
 
Not unlike Giring‘s experience in his literature classroom, Deli was also not offered 
an opportunity to explore literature and language through her subjectivity in the class. 
Although Deli and her teacher read the same text, their understanding of the text 
could possibly be different because both of them were the product of different life 
contexts.  
 
Deli‘s choices of the words ―hate‖, ―obligatory‖, ―difficult‖ and ―absurd‖ to refer to 
the ghostly existence of her poetry class and her teacher‘s selection of the literary 
canon brought to her class such as the canon from the 1945 period represented by the 
poem ‗Aku‘, reveal how Deli studied under the pressure of an official curriculum that 
supported the nationalist framework imposed by Suharto‘s New Order. Deli‘s 
inability to answer her teacher‘s question when she was asked the meaning of the 
poem was understandable, given the way the poem was taught to her. Her silence is a 
compelling image of her subjection to authority. She has nothing to say. Everything 
that needs to be said is already present in the ―ghost‖ in the classroom, the literary 
canon. Her personal experiences count for nothing. She is nobody, just a small cog in 
the machinery of the New Order.  
   
 
  
216 
  
 
 
Despite her negative view towards her literary education in Senior High School, 
Deli‘s reading habit had in fact started to form when she was still attending Junior 
High School. Deli did not credit her language education as the factor that nurtured 
her reading habits. Going to an Islamic boarding school for girls in her hometown 
Padang Panjang, Deli said that she had an opportunity to read lots of comics that 
were provided by her school library. Deli described the library as being the best in 
West Sumatra at that time. As television was not available in the students‘ dormitory, 
Deli recalled having a special fondness for visiting her school library. Her reading 
interests and choice of favorite books such as the Japanese Mangas prompted her to 
become a frequent visitor of the library: 
 
There was no television in my dormitory. My 
entertainment was reading comics. I loved reading 
Japanese Mangas. I borrowed comics from my school 
library. I liked to spend my days reading those comics. I 
became a frequent visitor of the school library. …My 
school library was probably one of the best school 
libraries in West Sumatra at that time. Those comics 
contained lots of interesting pictures but they were in 
English. Because I was rather weak in English subject, so I 
borrowed a dictionary and tried to look up those difficult 
words to understand the story. I could spend a whole day 
reading only a half-page of a comic. I learned lots of new 
vocabulary. 
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It is interesting to note the similarities between Deli‘s Islamic education and that of 
Ahmad‘s in the way they were both forced to learn English. In both cases there is a 
strong sense of how they appropriated the English language in order to critically 
examining the educational policies and curriculum practices of the New Order 
regime. Ahmad has mentioned earlier that his Islamic education used English as a 
means for dakwah in order to facilitate the efforts of the Muslim to spread the 
messages of Islam. While Ahmad‘s school shows its praise for foreign language 
education through the positive image the school created with respect to their 
language stream, Deli‘s school evinced their strong support for foreign language 
learning particularly the English language by providing its students with what Deli 
called ―the best school library in West Sumatra at that time‖.  
 
The selection that Deli‘s school made of the Japanese Manga books written in 
English to enhance its library collection reflects the school‘s willingness to introduce 
its students to English through books being enjoyed by youth around the world. The 
Manga loosely refers to a style of cartoons originating in Japan. These Manga books 
allowed Deli to interact with not only English but also with aspects of Japanese 
culture. Deli recalled her experience of reading the Manga as heavily mediated by 
her use of an Indonesian-English dictionary. This gives a paradoxical twist to 
Bakhtin‘s remark that words do ‗not exist in a neutral and impersonal language‘, and 
that it is not ‗out of a dictionary‘ that speakers find their words (Bakhtin, 1987, p.  
294). Deli used an English language dictionary as her attempt to make these words 
her own in a deeply felt, personal way. The way Deli works with the dictionary in 
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order to make sense of the comics, presents an interesting image of her agency and 
her determination to enter into these texts as representing worlds of imagination and 
experience beyond her everyday life.  
 
There is actually an irony about the school‘s choice of the Manga books due to the 
content of the stories whichwould not have otherwise been deemed suitable for the 
young female students for many reasons, such as their young age, religion affiliation 
and cultural values. Although the comics contained English language and pictures of 
young girls and women – the representation of girls and women could have also been 
one of the reasons why Deli‘s school provided them - the content of the comic is 
described by Deli as being pornographic. Boys Be and Kare First Love are examples 
of the Japanese Mangas that Deli read. Deli‘s statement ―They are a bit pornographic 
though‖ reflects the paradox of the availability of these comics within Deli‘s 
religious school. McLelland (2000, p. 13) views The Boys Be series as ‗a male 
homoerotic genre‘ that depicts interest in male homosexuality. The existence of these 
erotic English comics in Deli‘s school reflects the assumption and understanding by 
school authorities that as long as the books are in English, then they are considered 
fine and appropriate regardless of content. This is an example of how meaning does 
not simply reside in the texts but is a product of the institutional settings and social 
relationship in which such texts are appropriated. In this instance, the pornographic 
content is elided because the text is being used for other purposes, namely the 
acquisition of English and possibly the representation of women. But Deli‘s reaction 
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is also noteworthy, in that she was able to appropriate the texts in yet another way, as 
an imaginative world that she found fascinating and enlivening.  
 
In addition to her positive point of view towards her school library, Deli also credits 
her family background as the factor that had helped shape her reading interest. But 
this does not mean that Deli sees her family as the agent from whom she inherited her 
reading habits. Being born to traditional farmer parents and raised in an extended 
family, Deli describes her childhood life as ‖not a nice one‖. What Deli means by this 
is that as the eldest child, she was responsible for looking after her younger siblings 
while her parents were working in the farms. In addition, it was also expected of her 
to take care of the household chores such as doing the dishes, the laundry and 
cooking: ―as a child I did so many jobs in my family‖. Only after Deli finished all 
those chores was she able to have her own private time, which she filled with reading 
her favorite books. Finding her reading time squeezed among the household tasks, 
Deli treated her reading time as ‗an escape‘- a release from the burden of the 
household routines: 
When I was reading, I could forget anything. 
This was the time that I enjoyed for myself 
only…to be in my imaginative world.  
 
The absence of television in her house and the material conditions of her village life 
environment left Deli with very limited choices of modern entertainment. Deli 
described herself as having far fewer options for entertainments than most of city 
kids:  
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I did not get to go to the movies. I did not get 
to go window-shopping like many city kids 
did. 
 
 
Deli credited reading as giving her the pleasure of life. She finds reading both 
enjoyable and important in enabling her to make herself stand out among her friends. 
The way Deli appropriated reading as a way of compensating for and escaping from 
her modest living conditions is noteworthy, in that the books that she read were able 
not only to transport her to her imaginative world but also to expand her world‘s 
horizon. Through her reading, Deli learned that she could boast about many things in 
front of her friends-that she knew many things, many more than her friends did: 
 
It was satisfying for me when I managed to explain many 
things to my friends...that I know this...that I know that. 
Basically I was a kind of kid who liked to boast...Hey look!!I 
know this...I know that. The only source of materials that I 
could get to be boastful was through reading. It was 
satisfying for me when I managed to explain things to my 
friends; things that they did not know. Sometimes I lied to 
them. I made up stories. They believed in me. And the only 
source I had was through my reading. I remember studying 
about the French revolution in Senior High School, and 
interestingly I know the details of French revolution from the 
comics that I read entitled ‗Rose of Versailles‘, which 
consisted of twenty-two or twenty-three series. I was not 
quite sure. It was in Bahasa Indonesia. And I read those 
stories when I was still in Junior High School. So when I 
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learned about French revolution later in Senior High School, 
I already knew the history by heart.  
 
Her experience of reading the long comic ‗Rose Versailles‘ was particularly 
appreciated by Deli because it taught her a great deal about the history of the French 
revolution. The result of her informal contact with ‗Rose Versailles‘, which she read 
during her leisure time, were positive classroom experiences, when she was able to 
demonstrate her knowledge of details of the French Revolution by heart. Once more, 
Deli found how reading had brought benefit for her formal education. Deli expressed 
her satisfaction by viewing this stage of her education as ―the brightest time of my 
adolescence‖. 
 
Despite the way literary education was transmitted to Deli rigidly within the 
framework of the New Order‘s official nationalism, we can see how Deli 
appropriated material in her school‘s library for her own purposes. We can also sense 
that the solitary reading moments she had at home, were able to to transport her to an 
imaginative world and to expand her knowledge. This is how Deli managed to live 
out the tension between the ‗official‘ business of her literary class and this other 
‗purpose‘ that she personally harboured. 
 
6.3. Ahmad: “I liked to join competitions” 
 
Ahmad‘s story is an interesting contrast to the story that I have constructed around 
Giring, although it is likewise a reflection of the constraints imposed by Suharto‘s 
dictatorship. Being an Islamic school, Ahmad viewed his school as having a very 
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positive attitude towards language education, particularly foreign language education 
such as English. English in this case was appropriated by Ahmad‘s school as a means 
to enable its students to practice ‗dakwah‘ for the spread of Islamic messages to the 
international world. This political view was evident in the school‘s positive attitude 
towards Jurusan Bahasa or the Language stream in Ahmad‘s school. 
 
Despite the negative stereotypes generally attached to Jurusan Bahasa or the 
language stream in Indonesia, Ahmad‘s decision to major in the language program 
shows us that he was happy to embrace this option. While his choice could have also 
been influenced by the positive support his school gave towards language education, 
it could also be seen as showing Ahmad‘s own desires, needs and commitment to 
further intensify his connection with language education, particularly English.  As 
Ahmad states below: 
 
There was no such IQ test in our school. Our teacher just 
asked us to consider what subjects we are the best at. For 
example I am good at all subjects related to languages and 
humanity. So my wali kelas[class teacher] suggested me to 
choose the language program. For my friends who were 
good at Physics, Chemistry etc. our teacher advised them to 
choose the Physics stream.  
 
Ahmad‘s statement that there was no such thing as IQ testing prior to being placed in 
a particular stream at his school was actually said in response to my story about how 
my pathway into the Biology stream, and not the Language stream, as I had initially 
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wished, had been determined by the result of my IQ test. Through his account above 
we can see that Ahmad‘s school was more supportive in allowing their students to 
decide their future education in accordance with their own interest and talent. 
 
Studying in the language program, Ahmad recalled being exposed to Bahasa 
Indonesia as a school subject for the most hours in comparison with other foreign 
languages such as German and French: 
 
I think I studied Bahasa Indonesia eight hours a 
week and English six hours and German and French 
four hours.  
 
From his remark above we can see that although Ahmad viewed his language 
education in Bahasa Indonesia quite positively, he did not deny that it was his passion 
for the mastery of the English language that motivated him to major in the language 
program. This brings me back to the time when a much younger Ahmad firstly 
became aware of the positive role that English could play in bridging both language 
and cultural barriers across nationalities, when his kampung or village hometown was 
visited by two foreign researchers from overseas.  
 
Ahmad viewed his literary education in Bahasa Indonesia in high school as a site 
where his class activities were dominated by the activities of ‗matching writers to 
their works‘.The notion of matching writers to their works presupposes a literary 
canon that is not open to interrogation.  
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We must be able to match the name of the writers to their 
works. We had to think hard. We had to memorize literary 
works from a period called Balai Pustaka. There were six 
famous writers during this period, each with certain works 
that were highly respected. 
 
Ahmad‘s statement that ―there were six famous writers to be matched to their works‖ 
reflects how certain works were privileged over others by his education. This shows 
us how the notion of a literary canon is typically used in both colonial and 
postcolonial settings as a way of asserting the authority of those in power (Bloom, 
1975, p. 100).  
 
In addition to the activity of matching the writers and their works, Ahmad‘s account 
of his poetry lessons were filled with the activity of memorizing poems and reciting 
them in front of the class. The poems ‗Aku and Kerawang Bekasi‘by Chairil Anwar 
were also examples of the poems that Ahmad memorized in class. What Ahmad‘s 
education shows us is that certain literary works and the experiences and values they 
embodied were privileged at the expense of the experiences and values that Ahmad 
and his peers in the class might bring to the reading of these literary texts in Bahasa 
Indonesia. It amounts to a certain devaluing of the worlds of readers, which in the 
case of a reader like Ahmad means a devaluing of the experiences and values he 
derives from his participation in his traditional community. The activities of 
matching writers to their works in Ahmad‘s class limited Ahmad from engaging in a 
‗close‘ reading of any text that might explore the relationships between words and 
their meanings (Culler, 1983), and a neglect of the complexities of language and 
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meaning, language and identity, and imagining other ways of life than those that were 
enshrined in the official curriculum.  
 
Ahmad viewed his experiences of studying literature in the Jurusan Bahasa or the 
Language Stream as quite enjoyable because his teacher encouraged the students in 
his class to be active instead of just listening to the teacher‘s explanations and then 
taking notes. What Ahmad meant by ―to be active‖ was that his teacher applied a lot 
of discussion sessions in class either in pairs or in groups: 
 
We did not just listen to our teachers reading us a story, 
we were made to read stories by ourselves and then 
discuss them in pairs or in groups. I think it was good. 
We discussed about what happens in the story, how it 
happens and ends, who the main characters are, who the 
protagonist is, the antagonists, and the conflicts and so 
on. 
 
Ahmad indicates that the discussion sessions gave the students the opportunities to 
exchange their understanding about the story. His positive remark about the learning 
process that took place in his class above can be interpreted as showing his feeling of 
release from the boredom of class routines usually imposed by his language teacher. 
But from Ahmad‘s remark we can also see that despite this variety of class 
interaction and activities introduced by Ahmad‘s teacher, Ahmad and his peers were 
hardly engaging in ‗exploratory talk‘ in any sustained way, if at all (Barnes, 1978). 
The nature of Ahmad‘s class discussion still appears to be firmly located within the 
New Order‘s policies, reflecting the tensions that are similarly revealed in both 
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Giring‘s and Deli‘s stories, albeit in a different way.  The exchanges in which Ahmad 
and his peers appear to engage were effectively just exchanges relating to their 
comprehension of what happens in the story, rather than providing an opportunity for 
them to explore the complexities of language and meaning -weighing up the concrete 
details in the story as they are mediated by their own language in a dialogical way 
(Bakhtin, 1981). In this kind of learning atmosphere, it is unlikely that Ahmad and 
his class were encouraged to bring their worlds of experience and creative 
imagination into the classroom. 
 
Ahmad‘s account of his experiences of studying literature in Bahasa Indonesia is 
interesting because it shows how he cultivated his interest in literature in tension with 
an education that was highly regulated by a set of controls, which ensured that any 
works the students produced were recorded and assessed. This reminds me of 
Ahmad‘s previous account of his efforts to participate in competitions such as the 
English Speech Contest and the Kultum speech contests as a means to enable him to 
‗go and see more places‘ in his country. The way Ahmad embraced ‗competitions‘ as 
an arena for not only showing and testing his English ability but also as a means for 
transporting himself to his own ‗imagined community‘ reveals that he did not 
passively acquiesce to everything that was imposed on him without resistance or 
negotiation.The competitions provided him with an opportunity to express his world 
of experiences on his own terms.  
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In his account below, we can see again how Ahmad exploited the opportunity to 
participate in a poetry competition in his city when he voluntarily enrolled himself as 
one of the contestants:  
Our teacher promised and challenged us to write a poem and 
then to send it to the local newspaper to publish or to read it in 
the poetry-reading contest that‘s often conducted by our local 
government in Payakumbuh. In addition to that, our teacher 
promised to give us a good score for our Indonesian subject if 
we completed the task. I still remember at that time that there 
was a competition conducted by P&K (Ministry of Education 
and Culture) in Payakumbuh. I sent my poem in Bahasa 
Indonesia. The title is ‗Kesuma Bangsa‘. The event was to 
commemorate Hari Pahlawan or the Hero‘s Day. Although I 
did not win the competition, my teacher still appreciated my 
effort by giving me a good score for my Bahasa Indonesia 
subject. I was very happy. My teacher said that she appreciated 
the students who were willing to show their efforts and talent. It 
was an opportunity for me to express my feelings and thoughts 
about my appreciation for the heroes of my country. I like 
writing poetry. And I like to join competitions. It is okay that I 
did not win.  
 
Although Ahmad‘s story still sounds as though his education was operating within 
the nationalist framework imposed by the New Order, as is reflected in the 
commemoration of the Hero‘s Day and the importance given to achieving an 
‗outcome‘ or ‗the good mark‘ by his teacher, we can see that Ahmad, too, attempted 
to use the competition for his own personal satisfaction. Having an interest in writing 
poetry, Ahmad viewed the competition as a good opportunity to show people how he 
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understood and appreciated the Hero‘s Day by using his own ‗voice‘ and 
imagination. The support that Ahmad‘s teacher gave to encourage his students to 
participate in the poetry competition was certainly a good thing – it might be 
interpreted as showing that writing literature does not only belong to the experts or 
cultural ‗elites‘ but also to common people like Ahmad and his peers (Reid, 1984, p. 
16). The fact that Ahmad‘s teacher positioned his students as authors is certainly 
significant. It is to suppose that they were able to actively appropriate literary 
resources in order to make meaning. The writing of the poem allowed Ahmad to 
engage in the complex play between words and meaning. Given the way literary 
education in Bahasa Indonesia was mostly presented to Ahmad through skilling and 
drilling as mentioned earlier, we can see that the poetry writing contest was a great 
opportunity for Ahmad to speak with his own language, or at least to appropriate the 
language of others for his own purposes (Bakhtin, 1981, p. 293). 
 
My interviewees‘ stories highlight what can happen to the ‗intentional dimensions‘ of 
language when it is organized by and within a regime that turns the real life desires, 
dreams and hopes of real life people into things. It takes the ‗intentional possibilities‘ 
of language, (Bakhtin, 1981, p. 289) limiting us to express our thoughts, imagination 
and critical thinking. Our use of language in fact, always exceeds the purposes that 
others might impose on us (such as the prescriptions relating to language use that are 
typically imposed by a school curriculum). This is to say that language use always 
opens up potential that resists any attempt to say definitely beforehand what the 
meaning and purpose of any act of communication might be.  As we listen to my 
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interviewees‘ accounts about their experiences of studying literature in Bahasa 
Indonesia, we can hear that while in many ways they are quite similar from one 
another, they are also significantly different. But what they have in common is that 
they have been part of an education system that uses language that has been 
‗expropriated‘ and ‗stratified‘ through teachers‘ professional practices that made it 
difficult for the interviewees to enter into relations with themselves and with others.  
 
Being caught within the New Order‘s outcomes policy, my interviewees could not do 
much in the class but were forced to become passive receivers of the regime‘s 
policies. The outcomes policy that was heavily imposed on their education did not 
open up enough space for them to make meaning of their literary education in a way 
that would allow them to work closely with language where they were allowed to 
bring in their world of experiences into the classroom. Their social identities as 
members of the class did not count. The New Order insisted that their nationalism 
project was aimed at bringing prosperity for all, yet, in the process of achieving the 
aim, they only provided limited opportunities and freedom for people to actively 
participate. We can seethe ‗irony‘ of Suharto‘s nationalism project here. 
 
Not having the opportunity to share their voices within their classrooms, my 
interviewees sought alternatives outside their formal educational settings. Giring, for 
example, found his ‗imagined community‘- his comrades-in the books that he loved 
reading in his school library. I have used the word ‗imagined community‘ to denote 
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the imaginative spaces that all of my interviewees carved out in implicit resistance to 
the ‗official‘ nationalism being imposed on them. 
 
Deli immersed herself in reading the English comics that she borrowed from her 
school library not only as an escape from the many household chores she was 
responsible for as the eldest child in her family, but also as a means to transport her 
to her worlds of imagination. Through her voluntary reading, Deli was also able to 
become ‗a resource of knowledge‘ for her peers, with the result that she gained status 
amongst them. As for Ahmad, his participation in the literary competition that served 
the nationalistic and political purposes of the New Order also in a paradoxical way 
transcends the official purposes of those competitions, reflecting his personal desire 
to cultivate his literary imagination. The poetry-writing contest allowed him to play 
with language freely.  
 
Paradoxically, the very same restrictive language policies that regulated and 
controlled teachers‘ language practices in the classroom and students‘ ‗intentional 
possibilities‘ also gave birth to alternative ‗imagined communities‘ within the 
imaginations of these three interviewees. Bahktin reminds us that language is a 
concrete living thing that exists between people; and that it exists ‗in a living impulse 
towards the object‘ (1981, p. 292). The interviewees‘ stories remind us that the 
‗boundaries‘ of language cannot always be controlled and predetermined. 
What we can learn from the accounts shared is not just that Giring, Deli and Ahmad 
have all embraced a postcolonial framework that signals their liberation from 
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Indonesia‘s heritage as a former colony and dictatorship that served the interests of 
big business. More subtler than that is that there is a sense in which they have all 
taken from their literary educations something that they have individually been able 
to make their own – Giring‘s ‗comrades‘ with whom he shared a ‗common project‘ 
(to name just one thing), Deli‘s combination of an interest in history with an interest 
in culture, Ahmad‘s involvement in the Forum Lingkar Pena Sumbar. These are 
‗little‘ things, and yet they‘re all signs of how my interviewees have appropriated 
English language and literature for the purposes of cultural renewal, both the cultural 
renewal of Indonesia post-Suharto, and their own personal renewal. 
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CHAPTER 7 
Defining and negotiating identities within social spaces 
 
The accounts of their lives that my interviewees have shared with me in Chapters 
Five and Chapter Six reveal the different ways they chose to react to the rigidity of 
their formal language education in high school. The voluntary efforts they made to 
immerse themselves in English language were, in fact, much more meaningful than 
what was offered to them by their formal education, which treated language 
education as simply a matter of transferring universal language skills without any 
recognition of the students‘ personal desires, life experiences and relationships with 
their local contexts.The local contexts in which my interviewees were learning 
English and Indonesian literature were perplexing and interwoven with political, 
social, historical and economic forces, and it is only by trying to place what they say 
within those contexts that we can begin to understand the impulse behind their desire 
to acquire English. Language is not something that floats above the social contexts in 
which people live and work, not even a foreign language like English. Language is 
not some disembodied set of rules that can simply be learnt and applied regardless of 
the contexts in which the language is being used. Language mediates social 
relationships, and is mediated in turn by those relationships, embodying the needs, 
hopes and desires that people invest in those relationships.  
 
Unlike their early journeys of learning English and Indonesian literature in high 
school, my interviewees‘ journeys with English in university were no longer shaped 
predominantly by the policies of Suharto‘s New Order. Suharto‘s rhetoric about 
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bringing the whole nation to prosperity finally culminated in 1998 when he was 
forced to step down. The positive images of Suharto as Bapak Pembangunan 
Indonesia or the father of development in Indonesia were suddenly displaced by 
images of a corrupt Suharto surrounded by his cronies. Budiman (2011) argues that 
‗the monetary crisis, mounting opposition from democratic elements, and the chronic 
corruption and cronyism that destroyed the fundamentals of the country‘s economy 
were all combined forces to end the thirty-two years of New Order rule in Indonesia‘ 
(p. 38). He views the Reform Era as a big challenge for the whole nation, because the 
New Order legacy still remains strong. The corruption committed by the state 
officials, for example, is still a palpable dimension of Indonesian society. 
 
Commencing their tertiary studies in English not long after Suharto‘s downfall, my 
interviewees‘ education was shaped by a struggle between remnants of the New 
Order legacy and movements towards democracy. The New Order promoted the 
value of English language learning as a vehicle for economic growth that involved 
massive social repression and economic exploitation – this was the world in which 
my interviewees were first motivated to learn English. Cribb (2010, p. 9), drawing 
from Anderson (1983), writes that the New Order economic project was marked by 
their ‗self-serving purpose to fund itself as a gigantic consumer of Indonesian 
wealth‘. When the idea of learning language is reduced to simply utilitarian purposes, 
as an instrument of economic development, key dimensions of language are ignored. 
Anyone who has learnt English as a foreign language knows that ‗this is not simply a 
matter of acquiring a vocabulary in order to name things differently, but also a matter 
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of stepping into another world, another way of thought and feeling‘ (Chowdury, 
2008, p. 151). My interviewees‘ English education featured a tension between their 
own desires and values and the ‗official nationalism‘ imposed by Suharto in a special 
way,  between their growing sense of possibilities of thought and imagination that 
inhered with a new language and the regime‘s emphasis on English‗s more utilitarian 
purposes.  
 
My interviewees‘ stories below show us how each of them made efforts to experience 
different ways of doing things with language - ways that would allow them to 
cultivate a literary imagination or sensibility that was informed by ‗their 
subjectivities, lives, cultures and histories‘ (Yandell, 2011, pp. 10-13). Their stories 
reveal how they sought to identify  alternative cultural resources for entering ‗another 
world of experiences‘ that took them beyond their everyday worlds (Nafisi in 
Yandell, 2011, p. 97), where they could renegotiate their individual and collective 
identities in order to give more meanings to their education and their lives as a whole.  
 
7.1. Giring: “This is my habitat, Buk” 
 
Listening to Giring‘ account of his tertiary education in English, I sensed energy and 
enthusiasm in his voice. This was a different voice to the one I heard when he told 
me about his English education during his secondary schooling. Referring to his 
English education as ‗his habitat‘, he spoke about his growing feelings of belonging 
and of having found himself in his new world. 
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This is my habitat, Buk! Like animals, they can only live in 
their habitat. I was glad to be studying English because I had a 
sense of belonging with this place. My habitat! If I used to 
belong to the group of students who were labelled murid 
terparah (the lousiest students, my translation) in the class, 
here I was the best student. Hehehehe…. This is my place and 
I‘m very happy with this place. From the very beginning I 
knew that I would like this new place. And I never felt this 
great before. I was never better than others before. I excelled 
in all the classes that I took. This is my place. In Senior High 
School I never had this great feeling. I greeted myself… This 
is my world. And I am going to enter it. 
 
As well as showing his positive attitude towards his university education, it is clear at 
the same time that Giring‘s account reflects the extent to which he felt displaced by 
his former education, which he had simply not found very stimulating. The positive 
energy with which Giring imbued his words here suggests that his scepticism about 
his previous English education in high school has now been transformed into a much 
more optimistic outlook. By repeating the words ―my place and my habitat‖ to 
describe his education, Giring underlines his feeling of connection to this formal 
institution. Viewing the English Department as his correct habitat, Giring was 
prepared to make the best of his education in his own ‗home‘. Instead of viewing the 
ranking system negatively, as he had done formerly, Giring now sees it as an 
opportunity to show people that finally he existed. 
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Given the fact that Giring‘s English education in university was still strongly located 
within the New Order legacy; my main point in exploring his stories in this chapter is 
to find out how he negotiated this complex policy environment in order to achieve his 
own purposes: 
During my first year in university, I was very keen on finding out 
how to speak English with correct pronunciation and grammar. I 
also kept notes of the new vocabulary that I got. I still keep them 
until now. I wanted to know and learn the pronunciation of certain 
words in accordance with the American standard and also the 
British‘s. So I opened those pages in ‗The Pronunciation of 
English‘ by Daniel Jones. I always pushed myself to practice 
speaking English with my friends. Jadi sampai kita boseeennn 
ngobrol dalam bahasa Inggris…baru bahasa Indonesia, bosen 
lagi…bahasa Inggris lagi…jadi switch-switch…seperti itu. Ha ha 
ha ha. (So we spoke in English until we got bored, then in Bahasa 
Indonesia, when we got bored again…back to English again…so 
switched- switched…like that [my translation]).  We went back 
and forth from one language to another. I had a group consisted of 
six close friends with whom I consistently practiced my English.  
 
 
Giring‘s efforts to speak English with correct grammar and the right accent as 
prescribed by his text book The Pronunciation of English by Daniel Jones conveys a 
strong sense of how his formal education had ‗alienated language from its main 
feature as a communication device to be only a subject of study‘ (Widiyanto, 2005, p. 
111 ). This is an example of how certain orthodoxy about the teaching of English still 
dominated Giring‘s classrooms. Setiono (2005) argues that one of the reasons why 
the objective to attain native-like proficiency is still privileged by the Indonesian 
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educational system is because in Indonesia, English is a foreign language and is 
therefore not used as part of the Indonesians' linguistic repertoire in their everyday 
lives. As a result, it is either the American or British varieties that are always 
followed as a model. Setiono (2005, April, 09) explains that failure to show 
adherence to either one of these models will usually be viewed as deviant. In 
addition, Manara (2013) argues that the privileging of  ‗native speakers of English, 
near native-speaker competence and Standard English‘ by the English language 
teaching industry in Indonesia is a sign of a lack of recognition towards ‗a more 
pluralistic view of language, culture and identity‘ and ‗critical assessment of their 
political and ideological implication‘ (p. 153). It is noteworthy to draw out out the 
paradoxical and contradictory nature of Giring‘s situation. He embraced the view that 
there is a correct way to speak English, accepting the assumption through his actions. 
Yet, his preparedness to use English for communicative purposes with his friends, 
and to mix this language up with their other languages, opens up another way of 
experiencing English.  
 
The attempts that Giring made to speak English ‗to his heart‘s content‘ with his close 
friends outside of his English classroom was, however, in conflict with how 
Suharto‘s New Order attempted to impose an ‗official nationalism‘ (Anderson, 1991, 
p. 83) on Indonesians at the expense of any recognition of their regional languages, 
dialects and cultures. Giring‘s endeavour to speak English with his friends reflects 
how he made use of language ‗within‘ and ‗against‘ his formal education. Not 
finding his class a supportive place for bringing English language into use, Giring 
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found the world outside his classroom to be a site where he could use English for life. 
In the world outside of his classroom, Giring and his fellow students immersed 
themselves in the English language in order to give meaning to not only their 
education but more importantly their lives. Unlike the alienation that Giring 
experienced in his high school, in the university Giring found that he had ‗comrades‘ 
with whom he shared ‗a common project‘. So it was understandable when Giring said 
in his earlier account that the English Department or his English education was his 
habitat. This is interesting because we can see that more formal approach to the 
teaching of English was infact, a feature of his university classes. This reflects a more 
or less similar feature of his English education in high school. Yet he also appears to 
confirm that he found this habitat to occur outside the institutional space of the 
classroom.  
 
In order for a habitat to function well, it has to contain living creatures within it who 
share the same needs and desires. Giring and his friends are the living creatures that 
share the same habitat, driven by the same needs and desires. Giring interacted with 
them, mingled with them and formed ‗a community‘. Within this egalitarian 
community outside his classroom, Giring was free to express himself. This was a 
different case with his education that privileged the American and the British 
standards at the expense of the growing varieties of identities with which he 
identified.The ways Giring used English outside his classroom reflects how my 
interviewees are each driven by an ideal of ‗an ‗magined community‘. This isn‘t 
quite what Anderson was thinking when he used this term, but we can nonetheless 
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see an attempt by Giring to locate himself within a community of like-minded people. 
His use of English is embedded in a notion of community. 
 
Although Giring and his friends were determined to speak in English wherever they 
were, they did not deny that in their attempts to maintain the use of English, they also 
switched from English to Bahasa Indonesia and vice versa. The way Giring and his 
friends code switched tells us that not everything could be expressed in either simply 
English or Bahasa Indonesia or even Minang, as though this was simply a matter of 
choice.In this respect, it is noteworthy that Giring omits to say whether Minang was 
part of the linguistic repertoire on which they drew in their efforts to communicate 
with one another. While he might have simply neglected to mention this to me, I 
sense that this omission might reflect a conscious decision on the part of Giring and 
his companions to avoid using this local language. The New Order‘s ‗Official 
Nationalism‘ had long privileged the use of Bahasa Indonesia at the expense of the 
hundred of the regional languages and dialects in the archipelago.It is therefore, 
hardly surprising to find some Indonesian youngsters these days who view the ethnic 
languages as lacking prestige. 
 
It was also likely that Giring and his friends used a space beyond the classroom in 
order to speak English for authentic purposes. Their code switching reflects the 
polyglot nature of Indonesian society, but the fact that they didn‘t use Minang 
suggests that they are still the products of the New Order. Giring‘s account shows us 
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that Giring‘s interactions with his friends involve contradictions and complexities of 
this kind. 
 
Giring‘s account of his determination to keep speaking in English with his close 
friends outside their classroom reflects more than an attempt to address deficiencies 
in his formal language instruction. Giring and his friends treated English as a means 
of enacting their identities and of affirming who they are. This was one of the ways 
Giring made use of ‗the active benefits of English rather than the passive benefits of 
English‘ (Zacharias, 2003, p. 57). His immersion in English is about more than 
engaging conversations in English with his friends, or reading literary works in 
English, or getting good marks and excelling in class. It is about showing others who 
he is and who he wants to be. For Giring, his use of English is simultaneously 
personal and cultural and political.  
 
The intensive attempts that Giring made to practice speaking English with his friends 
in public prompted me to ask how other people perceived what they were doing. I 
also wanted to know how Giring himself reacted towards onlookers. I imagined that 
people must have found it unusual to hear Indonesian or Minang people conversing 
in English among themselves, because English is simply not typically part of the 
Indonesian linguistic repertoire. Giring confessed to being viewed as sombong or 
arrogant by the people around him. But he indicated that by and large he and his 
friends were indifferent towards the views of those around them because they had a 
common goal that they wanted to achieve: 
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We did not think about other people‘s opinions. 
Maybe we annoyed people, but we were indifferent. 
Because our aim was not to show off .We wanted to 
get familiar with English.If you don‘t like it, so 
what?Hahahahaha [laughing]. 
 
The way Giring attempted to maintain the habit of speaking English while coping 
with the tensions that he experienced from people around him indicates once more 
how strongly English was bound up with his burgeoning sense of identity. His 
‗indifference‘ to showing his difference from others shows his identification with the 
cultural and social dimensions of English language and literature, which he associates 
with freedom of self-expression.  
 
Giring explained that his formal contact with English literature at the university 
began when he was enrolled in a class called History of English Literature:  
 
I began studying English literature during the second stage 
of my education. I took a class called History of English 
Literature. We studied a book by William J. Long entitled 
Outlines of English and American Literature. We were 
exposed to a list of the world‘s Masterpieces. But I was 
curious to know which Masterpieces they were. The fact 
that I excelled in all of my English classes prompted me to 
challenge myself to read the classics. How would I prove 
that my English was good if I could not understand the 
classics? So I encouraged myself to read Dickens‘ and 
Hardy‘s works. So I went to search them in our library. I 
   
 
  
242 
  
 
did not know any contemporary works yet. I was so much 
into the classics. What I understood as literature at that time 
was the classics.  
 
 
Taking a subject called History of English Literature, Giring remembered to being 
exposed to world‘s Masterpieces such as those works of Thomas Hardy and Charles 
Dickens. Giring‘s story brings me to Eagleton (1983) who reminds us about the 
importance of seeing the canon, the unquestioned ‗great tradition‘ as a ‗construct‘ 
that ‗there is no such thing as a literary value or tradition which is valuable in itself, 
regardless of what anyone might have said or come to say about it‘ (p. 11). The 
traditional idea of a canon does not, in fact, acknowledge the significance of cultural 
differences sufficiently. This is hardly surprising because the canon has been 
associated with preserving national characteristics and values. Giring‘s story about 
the way he chose to respond to his History of English Literature Class was 
interesting because it shows ‗opposition‘ towards what his class prescribed him to do, 
such as memorizing the titles and the names of the writers of the Masterpieces. But 
while he may still be subscribing to a version of of the Western anglophone canon, 
Giring also shows us that outside the classroom he attempts to engage in the 
experience of reading these works and presumably learning from that experience. 
Having understood that he would not have further access to the literary works being 
used in hisclassroom, Giring decided to visit the library in his English Department 
and searched for the world Masterpieces. He voluntarily read these texts and made 
sense of them during his solitary reading.  
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The way Giring engaged closely with the classics listed in his textbook reveals how 
he attempted to reach targets that he set for himself. In order to become an eligible 
member of the English Department, he personally believed that he firstly had to be 
able to understand the classics. He felt that his English proficiency would mean 
nothing if he was not able to understand the classics. So he challenged himself to 
read the works by Charles Dickens and Thomas Hardy as a way of working towards 
his goal, of becoming a member of the English Department. Giring‘s effort to read 
Dickens and Hardy shows that he is subscribing to a version of the Western canon. 
But his desire to read these works in full, rather than remaining content with the 
summaries provided by the course he was doing also shows his commitment to the 
literary imagination that perhaps transcends a judgment of this kind. He is not simply 
genuflecting before canonical authors but engaging with their works. 
 
Giring described his further intensive contact with the classics as follows: 
 
Yes…classics, classics, classics works, wherever I was; on 
the bus, on the oplet (traditional public transportation in 
Padang during the 80‘s, [my note]), I had a book to read 
with me- those classic works. And I had long hair at that 
time. I read a lot and kept my hair long. These were the 
ways I wanted to break formal conventions. 
 
 
His repeating classics, classics, classics to refer to the books that he liked to bring to 
read whenever he was on public transportation shows us the extent to which Giring 
devoted his time for reading texts considered to be a part of the canon of western 
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literature. Giring‘s love of reading classical works and his long hair expressed certain 
rebelliousness against the formal conventions valued by the society that surrounded 
his daily life and formal education. Giring no longer enacted his ‗identity‘ just within 
his university scope; he now also actively enacted a certain identity in the public 
spaces he entered. Giring wanted to show to not only his university community but 
also to the society he lived within, that ‗reading‘ was not an activity that belonged to 
the elites only. His long hair, which is generally associated in Indonesia as the style 
favored by street hoodlums or famously known in Indonesia as preman, is juxtaposed 
by Giring with his adherence to reading the classics. By showing to the public how 
much he enjoyed and valued reading as a voluntary leisure activity while keeping his 
long hair, Giring wanted to speak back to society and his English language education 
that ‗reading‘ should not be valued only as a requirement for facing examination.  
 
So when I decided to grow my hair long, it was very much 
a…a….a rebellion towards the conventional values here. 
We can see that in the United States for example, people 
just grow their hair long. That is not a problem. But here, 
long haired-people were often associated with the 
uneducated ones and so on. So why not have long hair…to 
break the conventions…to rebel in a positive way. 
 
In Indonesia where education has always been highly regulated by the central 
government, uniformity is valued as one of the conditions to create ‗unity‘ in the 
archipelago. For Suharto‘s New Order, unity meant ‗political stability or the 
precondition for their development project‘ (Honna in Anderson, 2001, p. 54).  
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Within this atmosphere of ‗sameness‘, it is hardly surprising that uniqueness, 
particularities and differences as shown by Giring would attract attention. But it was 
this attention that Giring actually sought. Through his remark ―to rebel in a positive 
way‖Giring heightened the sense that the uniqueness that he wanted to bring to 
everyone‘s attention would not do any harm to other people. Instead, he wanted to 
inspire people with his unique appearance in order to instill a love of reading and the 
freedom of self-expression. 
 
Although Giring persisted in enacting his aspirations and a certain type of 
subjectivity cultural identity, he finally found himself acquiescing to university 
regulations and cut his hair short. This happened just before his skripsi, the oral 
defense of his undergraduate thesis: 
 
I had to respect the university‘s rule, because that‘s the 
way the university wanted to produce their graduates. 
If the graduates wanted to get a job, they must look 
proper. So this is the way the university shapes its 
graduates. 
 
Giring‘s willingness to finally cut his long hair shows us that he obeyed the 
university, despite his belief in the value of self-expression. This is an example of 
how he finally had to come to terms with the prevailing order and logic of his formal 
education. Giring understood that his compromise with the rule being imposed on 
him by his university was one of the key factors that would determine the success of 
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both his education and later his future career. Having considered the English 
department his habitat since the very beginning of his tertiary education, it was 
understandable when Giring chose to negotiate with the formulaic order applied by 
his education in order to achieve his goal- to teach English literature at his alma 
mater.  
 
7.2. Deli: “Literature brings me to another time dimension where I can 
contemplate and be free” 
 
One of the most important things that a younger Deli believed English could do for 
her was taking her abroad one day. She remarked in the course of our conversations: 
‗Anything related to my initial efforts to study English was to reach my dream to go 
abroad one day‘. So when Deli took the Indonesian national university entrance test 
SNMPTN, she had two alternatives to reach her dream-either by majoring in the 
International Relations Department or in the English Department. Since Deli‘s 
ambition was to become a diplomat, she put in her application to the International 
Relations Department as her first choice. But she had to accept the fact that her first 
choice failed. Feeling hopeful that her second choice could also transport her abroad,  
 
Deli‘s account below tells us about her experiences of learning English Literature for 
the first time in the university. She was already in her second year or the third 
semester of her candidature as an undergraduate student at that time.  She enrolled 
herself in the class Introduction to English Literature: 
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My lecturer told me that English literature was the best 
literature in the world. It only came second after the Holy 
Quran and the Bible. What about the place for Indonesian 
literature? I didn‘t know where the space was. I was so 
mesmerized by the power of English Literature at that 
time.  
 
Although the Quran and the Bible are the words of God, and thus on a completely 
different level from English literature, by comparing these texts, the lecturer made 
Deli feel that English literature was something sacred. This feeling of the greatness of 
English literature was enhanced by the complete lack of any reference to Indonesian 
literature - it was not only inferior, but so inferior that it did not warrant any 
comparison with the English literary canon. 
 
Deli referred to Kate Chopin‘s short story The Storm as the first literary work that she 
encountered in her Introduction to English Literature class. She described her 
experiences of reading The Storm as heavily reliant on her use of her Indonesian-
English dictionary. Her intensive use of the dictionary as the main reference points 
for her reading reminds me of Bakhtin‘s remark that words do ‗not exist in a neutral 
and impersonal language‘, that it is not ‗out of a dictionary‘ that speakers get their 
words (Bakhtin, 1987, p. 294). Despite her hard work to look up every difficult word 
she encountered in the story, Deli admitted that she could only manage to understand 
three quarters of the story‘s content: 
 
I found at that at that time I could only understand three 
fourths of the story‘s whole content, but I was happy I 
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could manage to achieve that much considering that our 
reading was not attended by our lecturer and that there 
was no discussion in the class. I used my dictionary to 
look up for the difficult words. Noooo...we read by 
ourselves. Whether we understood or not, we had to take 
care of ourselves. The teacher did not care. She just gave 
us the text…next she gave us questions. ―So what do you 
think about this, about that?‖ 
 
By referring to her teacher as not being helpful in providing help for her class to 
closely engage with the text in more meaningful ways and her remark that ―we had to 
take care of ourselves‖, Deli actually draws our attention to the multiple and complex 
challenges that she and her peers had to face in class. In the case of Deli‘s 
experience, we can see that her teacher did assist her students to do the reading 
activity. Aase (in van deVen and Doecke, 2011, p. 127) claims that ‗the teacher is an 
indispensable person in the literature classroom, not only as a facilitator for reading 
literary works, but a listener, communicator and a person who challenges and 
explores students‘ interpretations‘. The way Deli managed to deal with the language 
of The Storm by making use of her dictionary shows us the absence of recognition of 
the importance of a literary dialogue in her class where Deli supposedly could 
exchange her voices with the members of her class community.  
 
Firmly located within the New Order‘s utilitarian construction of English, Deli‘s 
literary education denies the fact that language is not something separate from the 
social contexts in which people live. It rather mediates social relationships, and is 
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mediated in turn by those relationships, embodying the hopes and desires that people 
invest in those relationships. But there was not a space provided in Deli‘s class to 
have conversations about hopes and desires. Viewing a class as a social space, 
Turvey & Yandell (in Van de ven & Doecke, 2011. p.154) claim that ‗no matter how 
prescriptive the curriculum, spaces for dialogue are always present in literature 
classroom‘. This means that this space existed in Deli‘s classroom, but it was not 
given attention by Deli‘s teacher. After all, the ways Deli‘s teacher required and 
conditioned her students to read and understand literature only by relying on their 
dictionary was understandable, given the fact that the aim of teaching literature in 
Deli‘s class went no further than inquiring into elements of literature such as setting, 
characterization, plot, point of view and theme of the story.  
 
Not wanting to be trapped in her situation, Deli showed through her next account 
how she attempted to make sense of what she read in her English Literature 
classroom ‗against the grain‘.  
My interest in literature was triggered by my interest in 
history and culture. That is why I chose the Social Stream 
instead of Science and Biology streams when I was still in 
high school. Reading the Great Gatsby for example, oh 
yeah…I learned about Jazz Age. Reading Shakespeare, 
oh…I learned about life during the Elizabethan Period. If I 
did not read these works I would not have known so much 
about the history and the culture of the people in other 
countries. Literature brings me to another time dimension 
or space dimension where I can be alone, I can 
contemplate, and I can be free. It gave me inspiration. 
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What we can learn from Deli‘s account above is that Deli was able to make her 
reading of the literary works far more meaningful than she was required to do in class 
by her formulaic curriculum. Instead of just getting herself prepared to answer her 
lecturer‘s questions, Deli attempted to make her reading more ‗personal‘ that is by 
treating the texts she was reading as a resource for gaining knowledge of her interest 
such as to learn about the history and the culture of the society being exposed by the 
literary works. It was within this ‗social space‘ that Deli found that she could use her 
literary imagination to interact with the society being exposed by her reading- the 
space where she could be free to play with her literary imagination.   
 
7.3. Ahmad: “I joined Forum Lingkar Pena and Bengkel Sastra in my campus” 
 
One of the biggest concerns high school graduates in Indonesia have had these days 
is that it gets harder and harder to gain admission to the Indonesian state universities 
especially those known as the leading ones in the country. The reason has been the 
government‘s inability to cope with the steady growth of secondary school outputs 
due to limited number of places available in the state university. Since 1984, the 
Indonesian government has introduced a system to select the best high school 
graduates in the country through two channels such as a national written test known 
by the acronym SNMPTN and talent scouting or PMDK (Penelusuran Minat dan 
Kemampuan). Ahmad was very lucky to have been exempted from taking the 
competitive national written test because he was offered an opportunity to enrol in his 
favorite university through the PMDK. The good marks in his school report were the 
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golden ticket that had enabled him to secure a place in the English Department of 
Andalas University Padang or UNAND. 
 
Ahmad started recounting his experiences of studying English Literature by telling 
me that both the Encyclopedia Britannica and the Encyclopedia Americana were 
very powerful in determining what had to be included or not in the curriculum of the 
English Literature Program. And Shakespeare‘s works were referred to the most 
often by his lecturers when they wanted to emphasize the greatness of English 
Literature. The extent, to which Shakespeare was often referred to, was expressed by 
Ahmad through his remark: ―Shakespeare was the favorite word at that time‖. The 
importance placed on Shakespeare‘s works could be seen from a unit that Ahmad 
took called Shakespeare. When Ahmad took the units Drama 1 and Drama 2, he met 
with Shakespeare again along with other playwrights and their works. This reflects 
that Shakespeare was not just simply an option: a writer among many other writers 
within Ahmad‘s curriculum, but that he was privileged over other writers. 
 
Shakespeare was the favorite word at that time. I started 
to study Shakespeare in semester six. We had this big 
compilation of Shakespeare‘s works which we had to 
read from week to week. At the end of the semester we 
had to perform the plays. 
 
The many hours Ahmad spent studying Shakespeare‘s works made me curious to 
know how he was taught to make meanings out of the plays. Ahmad remembered 
being required to read the plays in groups: 
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Each group had to read a different play. The language was 
already modified into modern English. So it was less hard for 
us to understand. But of course we still needed our dictionary 
to look up the difficult words. But we still could find the 
meanings from the dictionary. The main task of this class was 
to perform a play on stage at the end of the semester. We 
selected the dialogues to be put in our scripts. We were 
allowed to improvise the script to develop the dialogues and 
then performed it on stage at the end of the semester. We 
studied the texts in the class for 5 meetings and the rest were 
conducted outdoor.  
 
From Ahmad‘s account above we could see that creating a space for interactive 
dialogues to emerge in the class was not the focus of Ahmad‘s Drama Class. While 
there was nothing wrong with the idea of getting the class to transform the play into a 
drama performance, there is a sense that something was missing in Ahmad‘s 
classroom. In a setting where English is a foreign language, it is common that 
literature is integrated into an EFL classroom to improve students‘ language skill(s). 
In the case of Ahmad‘s class, the English used in the text was the simplified one. But 
holding athe status as part of the western canon, Shakespeare‘s plays ‗produce a set 
of fixed discourses maintained by a particular group to define the center and the 
marginal‘ (Candraningrum, 2008, p. 8). Not teaching Ahmad to read Shakespeare‘s 
plays against the grain or in ways that would allow him to relate to the dramatic 
works from his own local context by drawing on the resource of his polyglot 
classroom, had the result of letting the knowledge and power invested in the canon 
remain unchallenged. Although the task that Ahmad did in his Drama class prompted 
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him to work tightly with language, such as memorizing the script in English for a 
stage performance, there was a strong indication that Ahmad and his class were not 
given the opportunities to experience ‗the pleasures of getting engaged with the 
imaginative world of texts‘ (Bellis, Parr & Doecke, 2009, p. 172). 
 
The account that Ahmad shared below prompts me to refer back to his earlier 
accounts when he seeks alternatives to not only experience language in ways that 
would allow him to engage in literary imagination, but also to make meanings out of 
his education where he could involve his subjectivities, desires and experiences: 
 
I joined Forum Lingkar Pena Sumbar (Pen Circle Forum of West 
Sumatra) chaired by Helvy Tiana Rosa, one of Indonesia‘s 
leading female writers. I learned how to write fictions here. Until 
now I am still registered as member. I also joined the community 
of Bengkel Sastra (Literary Workshop) in my university. The 
members consisted of students from different faculties. Ada yang 
berambut panjang dan bertampang preman dan sebagainya 
(There were those who were long haired and looked like preman, 
[my translation]). With those friends, I was often invited to 
conduct theatrical performances and poetry reading during 
demonstration actions to stage protests against the government 
over the injustices experienced by the civilians. Once we staged 
protest at the DPRD office (West Sumatran City Council [my 
translation]) and at other time at the West Sumatran Governor 
office. I loved joining these two forums because I could express 
the sufferings of the people through our theatrical performances.  
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Forum Lingkar Pena or famously known in Indonesia by the acronym FLP is the 
largest group of young writers in Indonesia whose mission is to spread dakwah to 
young Muslim readers through writing short stories, novels and essays with Islamic 
themes (Kailani, 2012). The founder of FLP, Helvy Tiana Rosa, was known as an 
influential Muslim playwright and writer not only in Indonesia but also in the world.  
Bengkel Sastra or literary workshop is a forum for students in Ahmad‘s university to 
express interest in Arts such as theatrical performances, fiction writing, painting and 
so on. Ahmad‘s voluntary involvement in the two literary forums above reflects not 
only his interest in literature but more importantly his growing awareness of how he 
could empower his literary knowledge and interest for the benefit of the larger 
community he lived with. This is how Ahmad wanted to make meaning from his 
literary education. His choice of FLP, which is a Muslim-based writing group, 
reflects how he identified the group with his Muslim identity. FLP provided ‗the 
social space‘ for Ahmad to interact with other Muslim young people. Being a 
member of FLP, Ahmad was able to play with his imagination, express his desires 
and concerns as a young Muslim, his likes and dislikes and standpoints through his 
writing without having to fear that they would risk his marks in class.   
 
Ahmad‘s involvement in Bengkel Sastra is interesting in itself. Ahmad described this 
forum as consisting of students with different personalities (those who had long hair 
and look like preman). Within this community, Ahmad had a big space to have 
dialogues, not just among his ‗unique friends‘ but with a larger audience such as the 
communities he lived with. Ahmad appropriated literary expressions such as drama 
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and poetry as a means to show protest towards the government officials of Padang for 
the injustice suffered by the civilians in Padang. 
 
To sum up, my interviewees‘ accounts of their English education in university all 
reflect a tension between the ‗official nationalism‘, a legacy of the New Order and 
their own growing sense of the possibilities opened up by their literary imagination. 
This tension, as I have mentioned in Chapter Six, best described as a sense of 
difference, of suggestions of alternative ways of thinking and feeling that is typified 
by the term the ‗literary imagination‘. 
 
Throughout this chapter I have sought to explore the relationship between English 
language and identity in Indonesia via the stories told by Giring, Deli and 
Ahmad.The very particular and concrete details of their stories emphasise the 
constructedness of national identity, not as something that we are born into, but as 
something that emerges and unfolds in response to dialogue and interactions with 
those in the world around us (Anderson, 1991). Their respective relationships with 
English, the language of colonialism that was imposed from in many contexts show 
us very clearly that people negotiate their identities in complex and unpredictable 
ways. Giring, Deli and Ahmad show us that who they are and who they are becoming 
is never simply a case of conforming to the rules, but as something that emerges out 
of the social relationships that exist between them, as they engage with one another in 
their day-to-day lives. 
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CHAPTER 8 
 
The worldliness of teaching literatures in English in Padang 
 
‗We need to imagine new forms of belonging…‘ 
                                      Eagleton, T. (2003). After Theory. London: Allen Lane. 
 
 
This chapter is the last of four data analysis chapters that I constructed in my thesis.  
It focuses on my interviewees‘ accounts of their experiences of teaching literatures in 
English in universities in Padang. Each of these accounts shows the diverse ways in 
which they have reacted to a situation they face in common: although all of my 
interviewees were born Minang and spent their childhood and formal education under 
the New Order‘s authoritarian rule, they each have a different story to tell about the 
pathways they negotiated that led them to become teachers of literatures in English 
and the way they now view their work. Their stories have challenged me to 
reconsider the complex and contradictory ways in which my interviewees have 
engaged with languages and literatures in an effort to enact their identities and give 
meaning to their lives as both members of the Minang community and the larger 
Indonesian society. The following stories can be read as exploring the main question 
that my study asks: 
 
What does it mean to be a teacher of literatures in 
English in a postcolonial setting like Padang?  
 
I examine the interview transcripts and explore how my interviewees attempted to 
make sense of their work in the context of Indonesian culture and society, and the 
ways in which their teaching practices have been mediated by the multiple contexts 
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in which they work, including the larger policy context, their institutional settings, 
and the history of Indonesia as a postcolonial society. 
 
In Chapter Seven we learned how my interviewees engaged with literature on their 
own terms, seeking alternative forms of cultural renewal, both the cultural renewal of 
Indonesia post-Suharto and their own personal renewal. In the same vein, this chapter 
seeks to explore how my interviewees have attempted to find alternatives to facilitate 
language and learning that their students find personally meaningful. Their teaching 
is informed by a vision of the literary imagination directed towards enabling their 
students to become aware of themselves as active participants in Indonesian society 
and culture. They want their students to find themselves in their relationship with 
others, thus enacting an alternative community to that envisaged for them by the 
Suharto regime. This involves exploring how my interviewees value the reading of 
literatures in English, how they see their cultural role as English literature teachers 
and what kind of cultural work they imagine they are performing in a postcolonial 
setting like Indonesia.    
 
Five presidents - B. J. Habibie, Abdulrahman Wahid, Megawati Sukarnoputri, Susilo 
Bambang Yudhoyono and Jokowi have led Indonesia since the downfall of Suharto, 
all of them assuming power ‗by democratic means‘ (Bakti, 2004, p.195), after 
Indonesia embarked on a new phase called Era Reformasi or Era of Reform. 
Budiman (2011) affirms that with the collapse of Suharto regime, the notion of 
‗nation‘ was challenged. For thirty-two years, the New Order demanded the 
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subordination of ‗personal loyalty to one‘s suku bangsa (ethnic group) to the bangsa 
of the nation-state‘ (Leaf, 2006, p. 5) in order to accomplish kemakmuran bangsa or 
the prosperity of the whole nation. However, the New Order‘s chronic KKN - the 
Indonesian acronym for corruption, collusion and nepotism - revealed to us how 
Suharto himself, as well as his family members and cronies, had betrayed and failed 
in this common project (Anderson, 1990; King, 2000; Robertson-Snape, 1999; 
Budiman, 2011).  
 
Now for almost two decades, Indonesia has been going through political and legal 
reforms in order to make a new Indonesia, which upholds democracy and respects 
human rights. All of my interviewees began their career as novice literature teachers 
in English during this era. The downfall of Suharto‘s New Order helped provide them 
with the impetus to embark on a literary education that has allowed them to inquire 
into life‘s complexities in a postcolonial setting where Indonesians are always 
confronted by the questions of who they are and who they might become. The 
imaginative worlds embodied in literature, which clearly present a powerful re-
imagining of Indonesia as a nation according to Anderson‘s notion of ‗imagined 
communities‘, play an important role in enabling people to imagine their lives 
differently. However, this does not mean that, with the collapse of the New Order 
regime, my interviewees no longer faced any challenges and tensions in their work. 
As Aspinall and Mietzner (2010) put it: ‗Despite important institutional reforms, 
democratic change has been superficial, with core structures of power remaining 
unchanged‘ (p. 1). Robison and Hadiz (2000) also remark that ‘the state was never 
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able to impose systemic reform because it remained ultimately in the hands of 
political interests whose survival relied ultimately on preserving many of the central 
institutions of the old regime‘ ( p. 187).  
 
The teaching of English literature can obviously be viewed as a vestige of a colonial 
past, as well as a sign of Indonesia‘s continuing subjection to a world shaped by 
globalizing economic interests.  Rather than stepping into a bright new future, many 
Indonesians struggle to find a pathway in a society that continues to be riddled with 
corruption. However, I am not making any definitive judgment about the ideological 
work my respondents perform in teaching literatures in English. It is certainly not as 
straightforward as supposing that they are all somehow implicated in the perpetuation 
of colonial oppression. My aim, rather, is to trace the complex pathways they have 
taken, acknowledging the richly contradictory and ambiguous nature of their work. 
They each evince some awareness of the opportunities opened up by the new era of 
democratic reform, but their sense of the ‗imagined community‘ opening up before 
them is quite variegated, sometimes contradictory.  
 
8.1. Giring: “Reading was not that important for Suharto…Hey! We are 
 
building a country!” 
 
Finding the English department his habitat, Giring deliberately made his decision to 
apply to become a dosen (a lecturer) at his alma mater immediately after his 
graduation. Giring describes his interest in becoming an English lecturer as the only 
desire he had among the many job options available around him. His conscious 
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decision to become an English teacher arises out of his individual experiences, needs 
and desires. If we look back to his earlier accounts (Chapters Five and Six) we can 
see that although Giring was not happy with his childhood education, especially with 
the ways English language and then Indonesian literature were taught in his school, 
this did not prevent him from engaging imaginatively with the possibilities of 
language and literature. Instead, Giring managed to seek alternatives outside the 
confines of his formal education where he made efforts to learn English and literature 
on his own terms, making meaning in ways that were informed by a literary 
imagination. 
 
Giring‘s early experiences with English during his childhood schooling, his decision 
to major in English literature in university and his desire to become an English 
literature lecturer show how he began with a burgeoning consciousness of what he 
desired to do that became a confident awareness of what he could do and what he 
wanted to do. Significantly, his personal desires were in opposition to the Indonesian 
nation‘s larger economic and political project that mediated the lives of Indonesians: 
 
I was determined to get this job. I don‘t think about 
any other jobs because it‘s the only thing that I love. 
And I think I can improve things here. I didn‘t even 
apply to work at banks…Nope!!!   
 
 
By disregarding the possibility of working at a bank within the Indonesia‘s highly 
competitive job market despite his good command of English, Giring shows us that 
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his choice of a career was not merely driven by financial considerations. Banks 
actively seek English graduates because competence in English is important in this 
employment sector. It is widely known in Indonesia that English graduates are 
potentially capable for filling any positions in a bank because their English mastery is 
one of the most important criteria demanded by this job sector. Dealing with money, 
a banking job is also viewed as providing not only financial security but prestige for 
its workers. Giring‘s lack of interest in working as a bank employee and his 
determination to teach English literature is remarkable for the way it contrasts with 
these commonly shared values and aspirations.  
 
Giring‘s account of teaching literatures in English in a university Padang is clearly 
dominated by his strong concern about the importance of nurturing a reading habit or 
love of reading among not only the young people he teaches but in Indonesian 
society in general as shown below: 
 
It is one of my concerns….These days more and more people 
neglect reading because of TV, because of comics, internets, 
Facebook. Errggghh!!! I don‘t think we have entered that 
modern stage yet when everybody is reading. That reading is not 
only for preparing for an exam. When you are reading, people 
will usually ask you, ―Besok ada ujian ya?‖ or ―Are you gonna 
have an exam tomorrow?‖ So, that‘s a part of the tradition. 
That‘s the way people see reading. People see reading as 
hmm…I don‘t know…to get a title maybe? It is not for pleasure. 
It is the long history I guess, the pragmatism of Suharto‘s 
regime. And reading was not that important for Suharto. Reading 
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is only for developing your skill. Hey…we are building a 
country!!! And parents don‘t give good examples. They read 
newspapers a lot, but they don‘t read anything else. That‘s a long 
tradition and I think the only faculty responsible to change 
everything is the Faculty of Humanity, The Faculty of Letters, or 
whatever we call it, Faculty of Arts and Education? and I think 
one of the reasons why I‘m here to teach is to change people‘s 
habit…This is the way I think I can improve the education in my 
English Department.  
 
Giring‘s account shows his concerns for the language and literacy issueswith which 
his country has been grappling. This is more than a concern about functional literacy, 
but about the human will and capacity to engage with language and literature for 
purposes beyond such pragmatic purposes. For Giring, reading for pleasure is bound 
up with the imagination. This is where his passion to improve education in his 
English department stems from, and it is from here that his motivation to change his 
students‘ attitudes towards reading has emerged. Giring criticizes the way reading 
was viewed by people in Indonesia as merely an activity to fulfil a necessary 
condition for educational success, such as preparing for examinations. He explains 
that it is common to hear in Indonesia that whenever one is found to be reading a 
book, then she or he will be asked a question: ―Besok ada ujian ya?‖ , i.e.,  ―Are you 
having an exam tomorrow?‖ People rarely ask: ―What are you reading‖? Rather than 
finding out ‗what‘one is reading, people are more interested in ‗why‘ one is reading. 
This suggests that reading is still heavily associated with the act of compliance with 
formal requirements imposed from above, such as getting a good score or passing an 
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exam. Reading is rarely appreciated as a cultural pursuit in which one engage 
voluntarily, as an act of the imagination that occurs outside the control of the 
educational sector, that is, outside the realm of the known.  
 
The extent to which Giring values the culture of reading is reflected by his remark 
that reading is integral to a nation-building project as he sees it. Valuing reading as a 
signifier of modernity, Giring feels that Indonesia has not entered the ‗modern stage‘ 
yet. Giring blames Suharto‘s long period of pragmatic leadership as a direct cause of 
poor reading habits among Indonesians.Valuing pragmatism as his hallmark, Suharto 
and his New Order regime were concerned with achieving their development project 
before anything else. Heryanto (1995, p. 19) argues that although Suharto claimed 
that economic development was never ‗his only interest‘, the concrete 
implementation of his development project was incongruent with his promise. The 
imbalance of his concerns towards what Pembangunan should mean for Indonesia 
was often criticized by prominent Indonesian scholars who saw that future 
Pembangunan should also be directed towards ‗basic non-material needs‘ (Heryanto, 
1995, p. 19).  
 
Suharto had stepped down for almost twelve years when Giring began his teaching 
career as a dosen. His major concern over the literacy problems that Indonesia is still 
facing despite its independence and the New Order‘s downfall reveals that, in his 
view, Indonesia remains hampered by its colonial legacy. His account is a reminder 
to the Indonesian people, especially to other teachers of English literature, to reflect 
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on where we are, what we value, what we are doing and how we might go forward 
during this time of momentous political change. His concerns are indeed prompts to 
re-think who we are and who we might become. 
 
Aware of the potential challenges that he would face in teaching literary works in 
English, one of the rules for attending his class was for his students to do their 
assigned reading task before attending. This was in an effort to encourage his 
students to move beyond passive attendance and towards more active engagement 
with the texts during his classes. Otherwise, as Giring puts it, ―nothing will happen in 
my classes‖. This rule involved the dismissal of students who failed to carry out the 
assigned reading: 
 
I had this course…I was teaching a course called Prose. I 
had to develop their reading habit so we could discuss the 
work in class. So they had to read before they came to my 
class. Those who confessed they did not read, they had to 
leave the classroom. First effort, half of them or half the 
class had to leave the classroom…half of them!! They had 
to go out. And then next meeting, ten people had to leave 
the classroom. Eventually, at the end of the semester, only 
around two or three were dismissed… So I think the rule 
worked. I gave the quiz to find out about their understanding 
of the text. After that, we could discuss the work. Without 
reading, nothing will happen in my class. 
 
Instead of a few students, half of the class initially failed to comply with Giring‘s 
recommendation to do their assigned reading before the class. An English classroom 
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in an Indonesian university normally consists of thirty to forty students. This means 
that there were around fifteen to twenty students who failed to comply with Giring‘s 
demand. To those who claimed that they had done the assigned reading, Giring gave 
them a quiz to test their general comprehension of the text. Although he had been 
very critical of teaching and learning simply for exam purposes, as he has shown in 
earlier accounts, we can see now how Giring appropriated the test (the quiz) as a 
means to ensure that worthwhile teaching and learning occurred in his literature class. 
Instead of using the quiz as a means for discriminating against his students, Giring 
treated the quiz as ‗a reward‘ for his students who were able to do the assigned 
reading before the class. Giring asked his students to ‗voluntarily‘ say whether they 
deserved to stay in class or should leave. This demonstrates Giring‘s effort to treat his 
young adult students with respect. This was also the way Giring attempted to nurture 
‗honesty‘ among his students. The way Giring sees the close relationship between 
‗honesty‘ and the love of reading shows his commitment to bringing about social 
reform among the young people in his classrooms, as the following passage reveals.  
 
Students must be taught to be honest. They have to rely on 
themselves. That‘s the basic character that we need to 
develop in this country these days. To be honest in order to 
fight corruption, etc. etc. What we need is someone who is 
honest. Honesty is the first for me; the most fundamental 
thing to have is to be honest... If some other lecturers are 
more concerned about how to dress up ideally in the 
classroom, for me nope!!! but to value honesty. And of 
course it can be done through the love of reading. This is 
what I have been working on…to make people love 
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reading. How can we transform someone if she/he does not 
love reading? It is the book that will change us. 
 
Being a dosen, Giring had the autonomy to design his own syllabus. In the unit 
named Prose, Giring implemented his plan to teach literary works that were not 
limited to the works of western writers only. Giring reflected on his Master‘s 
education when he began to learn to see the world from different perspectives, when 
he realised that the notion of English Literature perhaps comprised more than just the 
western canon and the western classics: 
 
Indeed I did change the way I see literature. As I told you 
before…I was so much into the classics. But at the 
University of Indonesia we were offered a wide range of 
writers from different periods and cultural backgrounds. I 
learned minority literature, even world‘s literature like 
Haruki Murakami‘s. Hmhmm…okay! There are many things 
that I should explore….And I shouldn‘t just be happy with 
the classics…So I did change… I appreciate popular 
literature more and more nowadays. I tried them in my 
classes. I tried to represent every genre, every type of 
writers… not just this guy, this big guy, the most important 
guy. There are so many other guys-important people out 
there- men and women of any races from different political 
linings. 
 
 
Giring shows that he has freed himself from presuppositions about the greatness of 
English literature, which he used to believe in as a student. He is no longer someone 
who simply defers to the canon, but who in his professional practice seeks to enable 
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his students to work with myriad literary works from different cultural contexts and 
purposes. Although as a dosen Giring had the autonomy to design his own class, he 
does not deny that he faced tensions when he first tried to bring contemporary 
literature into his syllabus. But Giring was quick to act. Instead of just implementing 
the English Department‘s existing syllabus, Giring sought support from one of his 
senior colleagues and together they designed a new syllabus. 
 
I tried to find someone that I could agree with Buk… And 
Buk Lisa is one of my senior colleagues with whom I 
could agree. So I stick with her. This is what I did to 
avoid conflicts. So with Buk Lisa, I designed my new 
syllabus. And there was not much disagreement.  
 
From a copy of one of his syllabi that Giring shared with me, I gained an insight into 
how he and his colleague attempted to enact a different kind of ‗community‘, 
enabling learning to take place in more meaningful ways for him and his students. 
His syllabus revealed both ‗what‘ and ‗how‘ he read literature in the class with his 
students, and why this mattered to him and his colleague. Before all else, the syllabus 
shows us how he attempted to seek alternatives that allowed his students to work at 
the interfaces between English language, Bahasa Indonesia and their regional 
language or dialects. Being members of a polyglot society, where the choice of 
language is more than a choice of words with which to name the people and things, 
but embodies contrasting worlds of value and emotion, Giring attempts to teach his 
students that to choose a particular language is to choose a particular standpoint.   
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Here you can see here...an Asian guy, this is A.A Navis‘ 
Runtuhnya Surau Kami (The fall of our prayer house, [my 
translation]), right? This is just one of the ways I want to 
make my students become interested, because this is their 
first language. So I tried to introduce my students to works 
of fiction in the language that they can understand first. And 
then...one after that...I offered them works in translation. I 
offered them Edgar Allan Poe‘s short story but in Bahasa 
Indonesia and then another way around, I also offered them 
Inem, a short story by Pramoedya. So they got to see things 
translated. They got to see the complexities of language. I 
don‘t agree if people say that our own culture will be 
replaced by our knowledge of English literature.  
 
Giring‘s decision to begin his class with A.A Navis‘s short story ‗Robohnya Surau 
Kami‘ (The fall of our prayer house) was very well thought out. Not just because 
A.A. Navis is a Minang himself, but also because his work is written at the interface 
between Bahasa Indonesia and Minang. Thus Giring tried to instil a sense of ‗home‘ 
and a sense of themselves as belonging within their English classroom. By generating 
this sense of ‗feeling at home‘ in his English literature classroom, Giring opens up a 
space for his students to feel relaxed and hence motivated and confident to engage 
with their reading. His choice of A.A Navis‘ work instead of Edgar Allan Poe‘s or 
James Joyce‘s works to begin his Prose class shows how he appropriates Indonesian 
national literature as ‗a source of important images of national identity‘. This also 
involves rejecting ‗the claims of the centre to exclusivity‘ (Ashcroft et al., 1989, p. 
16).  
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In addition to A.A. Navis‘ work, Giring taught his students literary works in both 
English and Bahasa Indonesia translation. This was one of the ways Giring could 
teach his students that language can be ‗adopted as a tool and be utilized in various 
ways to express widely differing cultural experiences‘ (Ashcroft et al., 1989, p. 38). 
By presenting his students with literary texts in both Bahasa Indonesia and English, I 
can see how he intended to invite his students to inquire into language, meaning, 
translation, interpretation and representation. These are complex notions, but by 
turning his classroom into a site of inquiry instead of transmission, he offers his 
students a world of possibilities that extends beyond their existing realm of 
experience. Giring tries to facilitate learning at the ‗contact zone‘ (Pratt, 2008, p. 7) 
where different languages and cultures ‗meet, clash and grapple with each other‘, 
thus opening up contrasting ways of experiencing the world. 
 
Giring‘s efforts to bring literary works in both Indonesian and English translation 
into his classroom provides his students with a space where they can learn that 
language does more than function as a one way mode of communication, but that it 
also serves as a means to gain and represent power. Giring‘s decision to teach Edgar 
Alan Poe‘s work in Indonesian translation in his class, for example, involves what 
Ashcroft and his co-authors argue as ‗the appropriation and reconstitution of the 
language of the centre, the process of capturing and remoulding the language to new 
usages‟ (Ashcroft et al., 1989, p. 37). This is the way a literary work in translation 
‗marks a separation from the site of colonial privilege‘ (Ashcroft et al., p. 37), 
deprivileging English as the language of power. In addition to the Indonesian 
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translation, Giring also taught an Indonesian short story entitled ‗Inem‘ but in English 
translation. This story was originally written in Bahasa Indonesia by Indonesia‘s 
leading postcolonial writer, Pramoedya Ananta Toer, whom Anderson (2013) refers 
to as ‗the greatest Indonesian prose writer with an astonishing output of novels, short 
stories, plays and essays in literary criticism over a forty-year period‘ (p. 107). 
However, during Suharto‘s New Order, despite his productivity in writing literature 
with strong nationalistic themes, Pramoedya‘s name and works were absent from the 
Indonesian primary to tertiary curriculums. Whenever the Indonesian state officials 
mentioned his name, it was usually for reminding people about Pramoedya‘s strong 
affiliation or so it was alleged, with the Indonesian communist party PKI. He was 
what Suharto referred to as a latent threat to the nation‘s stability.  
 
Growing up within the politically and culturally repressive atmosphere of Dutch 
colonization, Pramoedya was a keen observer and a sensitive storyteller who made 
his readers aware of the price their nation had paid for accepting Dutch rule. His 
active role in Indonesian politics and his criticism of the Dutch in his literary works 
resulted in his imprisonment for two years by the Dutch colonial government after 
the nationalist uprising that followed World War II. After Suharto imposed his 
dictatorship on Indonesia, Pramoedya turned his criticism towards the New Order. 
Following the extensive massacre of communists in 1965–66, Suharto imprisoned 
him for fourteen years without a trial. Under his dictatorship, Suharto and his New 
Ordercould ban anyone and anything they did not like. Clearly, this is why 
Pramoedya and his works were completely invisible during Suharto‘s rule. Suharto 
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did not want to risk his official version of the ‗truth‘ about Indonesia as a nation. 
Only after Suharto was forced to step down in 1998 did he and his works start to gain 
much wider recognition in both Indonesia and the international world.  
 
Foulcher & Day (2002, p. 5) argue that the translation of ‗Inem‘ into English is ‗a 
powerful means for establishing and maintaining unequal relations of power between 
languages and literatures, as well as canons of literary taste, around the world‘. 
Giring‘s decision to bring what he argues as ―the complexities of language‖ opens a 
space for his students to ‗interweave themselves into disparate, yet constellating 
cultural identities‘ (Browne, 2013, p.1). The Indonesian terms that are left 
untranslated in ‗Inem‘ such as batik, kain, kebaya, wayang kulit, Toko Ijo, gamelan 
and tayuban, help Giring‘s students to relate to their cultures and hence their own 
identities as Indonesian. But, these words are also a provocative reminder of things 
that are left out, that remain ‗untranslatable‘ and thus invisible through the English 
language (Ashcroft et al, 1989, p. 63). Just by reading the title ‗Inem‘, for example, 
Giring‘s students would soon be aware that they were about to enter a world that was 
familiar to them. This will help stimulate their interest to proceed with their reading 
as this word provides contextual clues for them. In addition, Ashcroft et al. (1989) 
argue that the untranslated words ‗not only register a sense of cultural distinctiveness 
but force the readers into an active engagement with the horizons of the culture in 
which these terms have meaning‘(p. 64). In the context of Giring‘s class, the 
untranslated words can help generate his students‘ sense of themselves as 
Indonesians because they are ‗a clear signifier that the English language that informs 
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the story is an/other language‘ and moreover, ‗it is the gap rather than the experience‘ 
that a postcolonial text like ‗Inem‘ wants to indicate to its readers (Ashcroft et al., 
1985, pp. 63-64). The story does not simply render experience in a straightforward, 
realistic way, as though it is a representation of the world out there. Through the 
incorporation of untranslated words it gestures towards the gap between the cultures 
(and languages) of the peoples who found themselves in conflict in the sites of 
colonial expansion. The same world could be named differently, and in that naming, 
different world viewswere embodied– vastly different systems of belief about how 
human beings should live together.  
 
This gives rise, on Giring‘s part, to a strong statement about the role that English 
literary education might play in enhancing the sense of Indonesian nationalism, in 
stark contrast to the way that English literature has been constructed as an instrument 
of Empire (Crystal, 2012; Doyle, 1989; Pennycook, 1994).  
 
I think by studying English literature, our nationalism will be 
enhanced. I don‘t agree if people say that our knowledge of 
our own culture will be replaced by our knowledge of 
English literature. Hmmm, we know Shakespeare, we know 
Hemingway…yes…this is a supplement to what we knew 
about our own literature and culture before. Yes, we know 
Pramoedya, A.A Navis etc. I think people should think 
globally, read global world…the world literature and national 
literature, too. We know national literature is connected with 
other literature. But modern literature is influenced by 
western literature. No one can deny that, right? So I hope 
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people can see the interconnectedness and find no conflict 
from loving literature from the western countries and loving 
literature from our own countries. Instead, each can enhance 
each other, we can compare them, to know a lot of things, I 
guess. So that‘s why in teaching, we have to encourage 
people to read not only this or that, only the western canon or 
the classics. We also need to know people like N.H. Dini, 
Pramoedya, and Muchtar Lubis and so on.  
 
Giring suggests that people will only become aware of their own identity (ies) when 
they are exposed to the identities of others - those others who are different from 
them. Giring‘s journey of ‗ideological becoming‘ (Bakhtin, 1981, p. 341) is shaped 
significantly by his belief that literary education should be able to transform someone 
who is literate into someone who Giring terms as ‗cultured‘. Giring described a 
‗cultured‘ person as having these qualities: 
 
…wiser, intellectual…having a pluralistic point of views, 
never judges something or someone from one perspective 
only, an observer, someone who can empathize.That‘s what 
literary education offers, I think; changing people to become 
better, to understand others, who know how to communicate, 
to change someone to become more thoughtful, more 
tolerant. Literary educationis responsible in producing 
characters or individuals who are honest… Students must be 
taught to be honest; they have to rely on themselves. That‘s 
the basic character that we need to develop these days- to be 
honest in order to fight corruption, etc. etc. What we need is 
someonewho is honest. Honesty is the first for me. The most 
fundamental thing to have is honesty. If some other lecturers 
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are concerned more about how to dress ideally in the 
classroom, for me nope!!! but to value honesty and of course 
the love of reading. This is what I have been working on…to 
make people love reading. How can we transform someone if 
she/he does not love reading? It is the book that will change 
us. The basic thing is to read literature a lot then we can 
know a lot, and finally we can write about literature.  
 
Thus Giring affirms the many roles literature education and particularly the love of 
reading can play in transforming Indonesia into a better nation. He believes that the 
grand transformation can be started by first making changes in people as individuals. 
Being an English literature teacher, he feels that he is responsible and capable of 
making this positive transformation through cultivating a reading culture among his 
students. Reading, according to Giring, is an important gateway to not just personal 
growth but also to social reform. This is why Giring believes that we need a culture 
of reading for building this country.  
 
Giring‘s argument about the role that a literary education can play in producing 
honest and self-reliant individuals is related to his concern about the many corruption 
issues that Indonesia has recently experienced. Giring repeats the word ‗honesty‘ 
many times in his account of his teaching showing how important this value is to 
him. Through Giring, the word ‗honesty‘ is no longer simply an abstract word, but it 
comes alive with a myriad of possible meanings. From his point of view, as he stands 
on the threshold between the past and the future, the word ‘honesty‘ is imbued with 
social and political force. For Giring, ‗honesty‘ is about fighting corruption, looking 
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beyond surface appearances, and creating conditions in his classroom for independent 
and critical thinking. 
 
8.2. Deli: “I don‟t think it was wrong to include Indonesian literature” 
 
With a Bachelor‘s degree in English Literature in her hands, Deli‘s next step in her 
journey of becoming prompted her to apply for a scholarship to take her Master‘s 
degree in Australia with the support from ADS or the Australian Development 
Scholarship. Going overseas to a western country had always been a deep-seated 
desire behind her motivation to learn English. But despite her success in passing the 
first phase of the scholarship candidature selection, Deli suddenly gave up her dream 
to study in Australia because she was disappointed to find out that the fields of 
studies offered by the ADS were limited to those called General Studies, which she 
viewed as the manifestation of the Australian political agenda to maintain its 
superiority over Indonesia. 
 
They only offered General Studies such as English 
Teaching, Law, Management, Water Development and so 
on. Those are the subjects that they think Indonesia lacks. 
So that‘s why they gave Indonesian young generation 
opportunities to study there in order to show them how 
bad things are here and how good things are there.  
 
Deli‘s withdrawal from the ADS selection scheme took her to Malaysia where she 
enrolled in Master‘s degree program in Postcolonial Literatures in English with 
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financial support from her parents. Having obtained her Master‘s degree, Deli 
returned to Padang to sit for a test for new dosen recruitment at her alma mater.  
 
When Deli was assigned to teach a unit called Introduction to English Literature for 
the first time, she taught the unit as it was prescribed by her university curriculum, 
but the second time she decided that she wanted to teach it differently. This involved 
resisting her personal teaching habits and the prevailing standards of her workplace. 
This was a way of pushing against ‗the discourses and practices that shaped and 
defined‘ her, as Miller (2009) describes the struggles of early career English teachers 
in the English speaking world to handle the dictates of policy (p. 1). Having sat in 
this unit as a student, Deli recalled the main challenges and tensions that she 
experienced: 
 
When I was still a student, I used to view my Introduction to 
English Literature class as a bit difficult. It was hard to 
make sense of what I studied because we had to face so 
many theories about poetry, prose and drama. So boring. 
What is poetry? What is drama? What is rhythm? and so 
on… eeehhh it was a bit difficult. I had been an unhappy 
student in the past five years. I know very well how it felt 
like not to understand what my lecturer talked about. I 
simply could not relate to it. Jadi yaaa...buang-buang waktu 
gitu! (So…well…it‘s a waste of time![My translation]). My 
lecturer was tired and her students were tired, too.  
 
Deli‘s decision to revise her approach to teaching is embedded in her own personal 
experiences as a university student of English and reflects a desire to resist and 
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challenge the status quo. The ‗what‘ questions (What is poetry? What is Drama? 
What is rhythm?) that dominated her English literature classes left little room for 
questions that begin with the ‗who‘, with the relationship of the ‗self‘ to language and 
experience. The ‗what‘ questions presuppose a response that draws on traditional 
western understandings of literature, leaving students like Deli with limited 
opportunities to become immersed in language and literature in more meaningful and 
creative ways, in ways that enabled her to draw on her own education and 
experiences to try and understand the literature she was reading. Instead, her time in 
class was spent not understanding and not being able to connect with the lessons: ―I 
simply could not relate to it‖. 
 
Not wanting to be trapped in the traditions of her past education and past teaching 
practices, Deli was determined to ‗break the collusive cycle‘ by providing ‗new ways 
of being and acting‘ in her class (Miller, 2009, p. 1). With the knowledge she had 
gained in Malaysia, Deli was determined to redefine the teaching of English 
Literature in her English Department by first making changes in her own classrooms: 
 
So I changed my strategy. I no longer expect my students to do 
their assignments the way I used to require them. I no longer 
used the syllabus available in my workplace. Now I design my 
own syllabus. This is what I like about being a dosen. I 
mentioned Shakespeare‘s name and his works in my class only 
to the extent of informing my students that he exists within 
English Literature. I didn‘t teach Shakespeare because it would 
not be effective for my class. It would take them two months to 
finish reading one play. I taught contemporary works, instead. 
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The way Deli introduces Shakespeare to her students reveals that while Deli 
acknowledges Shakespeare, she does not wish to privilege him or the western canon, 
as she feels that this would compromise what she is trying to accomplish. She 
explains her aims as follows:  
 
My students did not major in the English Department because 
they wanted to study Linguistics or Literature. They came here 
because they wanted to study the English language, like the one 
at the private English course, not like the one at school. My 
students, I must say, are not avid readers. They simply do not 
like reading. This is the biggest challenge. It is so hard to 
encourage them to do their reading task. In addition, the 
university curriculum required them to take so many subjects. 
Ten subjects for one semester! Each subject required them to do 
a task. But to allocate some time to read a novel or a play? 
Hmmm…It was very difficult for them to do so. Too abstract! 
When their Grammar teacher gave them an assignment, the limit 
was clear- from exercise 1 to 10. But to read literature? But it is 
not their fault. If we want to blame, we should blame the system! 
We have to blame Suharto! The stigma that used to run in 
Indonesia was that those who studied Science or IPA were the 
smartest ones, those who studied Social Studies or IPS were the 
average, and those who studied Language were slow learners!! 
This is why reading is still not appreciated in Indonesia. The 
result, literature was not valued well, either.  
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Deli‘s understanding of the impulse that brought her students to major in the English 
Department provided her with insights into the kinds of challenges and tensions that 
her students might possibly face if they were required to read Shakespeare. This is 
leaving aside the fact that they were also required to take so many subjects. This 
means that her effort to push them to carry out their reading task would be impeded 
even more. Instead of putting the blame on her students, Deli condemns the stigma, 
which Suharto regime had created about studying literature. Giving priority to 
economic growth and technological development, the New Order put aside language 
and literary education. Deli‘s effort to teach a literary work in Bahasa Indonesia 
shows us how she tries to engage her students in an inquiry into language and 
literature rather than simply transmitting knowledge: 
 
I used literary texts written in both English and Bahasa 
Indonesia in my class. I decided to teach Indonesian 
literature because my mission was first, to introduce them 
to the notion of literature and then to make them interested 
in literature. Although I wrote my syllabus in English, I 
don‘t think it was wrong to include Indonesian literature. I 
also allowed my students to speak Bahasa Indonesia so we 
could hit into lively discussions. I have no problem 
including Indonesian literature in my classroom. If people 
want to protest, please go ahead! I will not defend myself 
either because it is my own class. The aim is to enable 
them to appreciate literature and eventually to love 
literature. Not only learning ‗what is speaker? What is 
simile?A metaphor?‘ I used to be very strict with English 
use in my classroom before but I have changed now. But 
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for written assignment, I required them to write in English. 
They will graduate holding the title Bachelor in English 
Literature.  
 
Deli‘s strong sense of ownership over her own class and the initiatives she attempts 
to take by allowing her students to explore the interface between Bahasa Indonesia 
and English shows that she does not easily allow herself to be trapped within the 
perpetuation of the privileging of English and the traditional English canon that still 
occur in universities in Indonesia. Deli‘s use of the word ‗introduce‘ highlights her 
sensitivity to where her students come from, and why they lack basic knowledge 
about literature. Having been marginalized by the Indonesian educational system 
herself, she perceives the potential needs of her students as they struggle with 
literatures in English. Her decision to discuss literature in Bahasa Indonesia was not 
only aimed at contesting the privileging of English literature to her students but also 
at raising their interest in reading and, more importantly, allowing them to actively 
and critically engage with Indonesian historical, political, cultural and social contexts 
through languages and literature. 
 
To enable her students to situate themselves within Indonesian historical and cultural 
contexts, Deli assigns them an Indonesian short story entitled ‗Clara‘, written by 
Seno Gumira Ajidarma, one of the Indonesia‘s most courageous and contemporary 
writers whose work depicts the New Order‘s ‗human rights violations and the victims 
of suchviolence‘ (Ferdinal, 2013, p. 200). Seno wrote ‗Clara‘ when Indonesia was 
facing the economic, political and social crisis of May 1998. It is a short story that is 
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narrated from the perspective of an ethnic Chinese woman who is raped during the 
largely anti-Chinese riots and mass rapes that occurred in Jakarta over the 13th and 
14th May, 1998. Throughout the New Order, Indonesians of Chinese background 
were frequently scapegoated and marginalized in the grand narrative of what and 
who made up the Indonesian nation. 
 
Having read this story in Bahasa Indonesia, Deli confirms that her students‘ 
understanding of the story was very deep. Through classroom dialogue, her students 
admitted that the after effect they experienced after reading ‗Clara‘ was also very 
different to their response after reading about a similar issue in the newspaper. Deli is 
very satisfied that her students‘ reading of ‗Clara‘was not just limited to reading for 
comprehension. By confessing that their experience of reading the story was different 
to that of reading a newspaper, Deli‘s students show how she has enabled them to 
engage with language more closely - to feel the language in which the narrative is 
told. Deli expresses her contentment as follows: 
 
Wow...they could explain what the story was about. I don‘t 
think they would be able to explain so well if they had not 
read ‗Clara‘ as a piece of literary work. Not like their 
experiences of reading a similar story through newspaper. 
They told me ―It must be horrible to become a minority 
Buk‖ or ―It must be scary to be a woman‖ (a Chinese 
woman during this period of time, [my translation]). One of 
them said ―I don‘t want to be a discriminative person, 
Miss‖. 
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Deli‘s effort to teach her students ‗Clara‘ shows us how she uses the immediacy of 
the ‗here and there‘ that she and her students experience in their everyday lives as a 
starting pointing for engaging in significant political and cultural issues. Through 
reading ‗Clara‘, her students had the opportunity to engage with the particularities of 
experiences that Indonesian individuals encountered during the mass riots of May 
1998, such as the experiences of the character Clara, a representation of the Chinese 
ethnicity that contributes to Indonesia‘s cultural heterogeneity.  
 
Deli explains that the happiness she feels as a literature lecturer is attributed to the 
multiple opportunities she has to introduce her students to ideological concepts such 
as nationalism, multiculturalism and racism:   
 
I was happy I could introduce the concepts of nationalism, 
multiculturalism, capitalism, and racism and so on to my 
students. Any students taking the humanities studies should 
know these concepts. By understanding these concepts, 
they can talk about anything. 
 
 
Deli‘s approach to teaching in her classroom shows us how she values understanding 
of these concepts as a way of contesting and challenging the accepted boundaries in 
relation to language and identity. Her account of her professional practice shows us 
how her social and political consciousness is bound up with her professional identity, 
most notably her sense of living in a postcolonial society where the future hangs in 
the balance. 
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So I came to class bringing books by writers such as Chinua 
Achebe and Ngugi wa Thiong‘o. They (Deli‘s students [my 
translation]) asked me, ‖Haaaa? Is this what we call English 
Literature, Miss???‖ I told them ―Yes, this is Literature in 
English‖. I explained to them that it is ‗not‘ English 
Literature, but Literature in English. I keep on explaining to 
them that English Literature is not the best and that there are 
many other works from other cultures. Their position is the 
same with English Literature. English Literature does not 
only come from the USA, Australia…It was good to remind 
them that they had been there for such a long time.  
  
Deli‘s effort to introduce authors such as Chinua Achebe and Ngugi wa Thiong‘o 
into her curriculum conveys her political awareness of the colonial origins of their 
identities and a desire to contest the ‗fiction‘ of who they are through alternative 
fictions that challenge existing hierarchies of knowledge, language and culture. 
Nonetheless, Deli recalls her experiences of teaching Ngugi‘s and Achebe‘s works as 
very challenging. Her intention to replace the western canon in her classroom did not 
instantly work as well as she had planned. Instead, her students faced another 
challenge. Achebe‘s works, for example, were full of Igbo words, rhythms, proverbs 
and concepts. This strategy was important for him as a postcolonial writer who 
wanted his readers to identify with and relate to the complexity of Igbo culture. 
Bandia (1994) argues that African writers appropriated the pidgins and creoles ‗to 
enhance the Africanness of the novel and to deal with the setting in a more realistic 
fashion‘ (pp. 93-114). But for Deli‘s students, this means coping with another layer 
of difficulty in understanding the work. Deli confirms that it was simply difficult for 
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her students to get ‗the gist of the works‘ because they were not used to this ‗version‘ 
of English. Despite this challenge, however, Deli remarks that she was quite happy 
because she felt that at least she could expand her students‘ horizons. Having dealt 
with a different kind of English, Deli could not but apply some strategies such as 
translating for her students and reducing the number of texts to be taught for one 
semester: 
 
I had planned to teach two novels in my syllabus, but in 
the middle of the semester I had to reduce it to one novel 
only. I had to adjust my curriculum.  
 
Deli may have come to class with preconceived ideas about what might happen, but 
she was willing to respond to the needs of her students and to treat her classroom as a 
learning site for everyone, including herself. By being willing to change or to adjust 
her curriculum, Deli shows that she did not come to class with set notions about who 
her students were and what they needed. This is in the best tradition of English 
curriculum and pedagogy a la Douglas Barnes‘s distinction between ‗transmission‘ 
and ‗communication‘ – a vision of classrooms as sites where everyone is learning 
from each other (Barnes, 1992, p. 14). Just as she recognises that lively discussions 
can only occur in the classroom in Bahasa Indonesia, a stance she is prepared to 
defend against the university, she is also interested in her students not just 
appreciating, but loving English literature through literature from a variety of 
countries. For both Giring and Deli, this is a way of answering back to established 
and narrow notions of what literature is and of posing more expansive and critical 
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understandings of what English literature might be and how it can enrich the lives of 
their students. 
 
Despite the minimum technology devices available at her workplace, Deli attempted 
and managed to digitalize her literature classes. Deli said that she thanked to the 
invention of E-Learning because it has helped her facilitate an English class that was 
different to hers in the past. Through E-Learning Deli believed she could counter the 
official version of English literature education in Indonesia by providing her students 
with up-to datematerials from various cultural backgrounds in the world instead of 
just those from the British and American canon: 
 
Through E-Learning I was able to give my students 
reading materials other than the Western canon 
written by for example Charles Dickens, Daniel 
Defoe or others.  
 
Deli claims that her efforts to make use of the Internet not only helped familiarize her 
students with the idea that there were many valuable literatures outside the confines 
of the Western canon, but also helped to bring efficiency to the learning and teaching 
process in her classrooms. Deli‘s concerns about her students being labelled slow 
learners mirrors Giring‘s assertions that the English department is the most 
misunderstood institution in his university. 
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8.3. Ahmad: “Being beautiful does not mean to be white Pak, or to be slim 
 
or to be blonde!” 
 
Not long after Ahmad returned from doing his Master‘s degree in American Studies 
in 2011 in a reputable university in Yogyakarta Indonesia, he was appointed to the 
position of head of the Program Studi Sastra or the Literature Study Program in his 
English Department. This required him to take on extra workload besides teaching, 
such as monitoring learning and teaching operations and activities within the 
Literature Study Program, organizing thesis supervision teams for students and 
appointing exam panel for students‘ thesis examinations. I find this period in 
Ahmad‘s professional career as a defining moment because it prompted him to 
reconsider some of his ideas about how he could change his old ways of teaching 
English literature in order to engage his students with learning that acknowledged 
their lives, histories and subjectivities.  
 
The Indonesian government was in the process of launching a new curriculum again, 
called Kurikulum 2013, when Ahmad returned from his Master‘s.This curriculum 
was aimed at restoring character education and improving students‘ creative thinking. 
The many corruption issues that Indonesia has been grappling with despite almost 
two decades since the New Order‘s fall is said to be one of the main reasons that has 
triggered the establishment of this new curriculum. Wanting to show support for the 
national agenda, the Literature Study Program at Ahmad‘s institution opened a new 
subject called Youth Literature. It is through this subject Ahmad believed he could 
contribute to the national building project by making some changes in his teaching:  
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In the new curriculum, we had a new subject called Youth 
Literature.... It was suitable with the government‘s mission to 
apply pendidikan berkarakter (character education [my 
translation]).  I have a collection of novels written in both 
Bahasa Indonesia and English. I brought them to my class. 
One of them is entitled Me vs High Heels: Aku vs Sepatu Hak 
Tinggi written in Bahasa Indonesia by Maria Ardelia. One of 
the lessons that I want my students to learn from this story is 
about nationalism. Most of the stories in youth literature I 
think are about the hybridity of the identity of young people. 
The story is really suitable with the portraits of my students‘ 
lives as teenagers. The novel uses Bahasa Indonesia gaul 
(colloquial Bahasa Indonesia [my translation]. The characters 
speak a lot of slangs in both Bahasa Indonesia and English. 
This teen lit novel is very popular among young people 
nowadays. My students really enjoyed this kind of story much 
more than the western literary canon. Their understanding of 
the novel was very good, too. I taught this novel because it 
exposes the portrait of young people‘s lives. So it matched 
with my students‘ lives.  
 
Ahmad‘s account of the new reform shows his conscientious determination to instil a 
sense of thinking and behaving properly through teaching the subject youth literature 
to his students. By choosing literary work in Bahasa Indonesia among other English 
texts that he taught in this class, Ahmad attempted to allow his students to learn 
English literature at the interface between not just English and Bahasa Indonesia but 
also other versions of Bahasa Indonesia, namely Bahasa Indonesia gaul or colloquial 
Bahasa Indonesia, which is very popular among the young people in Indonesia. I 
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think this is how Ahmad was able to infuse in his students a sense of the pleasures of 
reading. The use of the Bahasa Indonesia gaul motivated his students to read and get 
immersed with the language of the text more deeply. As a result, their understanding 
of the text was better. Ahmad‘s decision to teach the Indonesian novel can also be 
seen as showing his effort to allow a space for Indonesian voices within his 
classroom.  
 
Ahmad‘s decision to bring Indonesian literature into his classes was not only aimed 
at motivating his students to do their reading and enable them to understand the story 
better, but at teaching them the elements of fiction, such as theme, characterization, 
plot, setting, and so on. Reading the novel in Bahasa Indonesia, Ahmad believed that 
it would be easier for his students to learn the basic concepts or elements of fiction 
and to identify them in the novel.  
 
I also used this Indonesian novel to teach my students the 
theories about the elements of fiction such as theme, plot, 
setting, and characterization. I asked my students ―What is 
the climax in the story? What is the theme? This is my 
strategy to make them understand the lesson easily. They 
could identify these elements within the text more easily 
because it is written in Bahasa Indonesia. This is how I 
encouraged them to read literature and to understand the 
elements of fiction more easily. They have to write skripsi 
or a thesis at the end. After that I also taught literary works 
in English.  
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It is worth noting that Ahmad‘s concern over the requirement imposed on his 
students to writea skripsi or a thesis at the end of their candidature and the effort that 
he makes to teach the elements of literature reveal that he is mindful of the fact that 
his students are to face an examination at the end of their study, even though he still 
wants to provide them with the experience of reading literature with more ease and 
pleasure in Bahasa Indonesia. His students‘ ability to understand and identify 
elements of literature is seen by Ahmad in this case as prerequisite to enabling them 
to analyse literatures in English critically. 
 
According to Ahmad, the Youth Literature subject is suitable for teaching his 
students issues related to nationalism because it exposes them to the concept of 
identityone of the critical lenses for reading literature in Ahmad‘s classes. From 
Ahmad‘s account below we can see how Ahmad attempts to engage his students with 
a sense of their identities through a class discussion that focusses on the position of 
the novel‘s main teenage female character named Sasha and the process of 
transformation of identity that she goes through to fulfil the expectations of other/s. 
We can also see how the novel that Ahmad chooses to teach becomes a reference 
point for his students to think critically about their own world and how they might 
change it or adjust themselves in it as follows: 
 
A lot of my students wanted to share their opinions about 
the transformation that the main female character Shasha 
undergoes in order to win the heart of the young 
westernized rich man she falls in love with. ‗Being 
beautiful does not mean being white, Pak, or to be slim or 
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to be blonde!‘ So I asked my students ‗why?‘ They said 
that these are the values or concepts that come from the 
western countries. So, what we the teachers can do in the 
class? I think we have to put our position as Indonesian 
lecturer. So, you see what? In this literary work, the female 
character like this understands the concept of beauty and 
like this…the one who has to be white, slim and appear 
lady like or not tomboy. But finally she understands that 
she must not change her personality or her identity for 
someone else.  I think my students also have a filter about 
it. And I, as their teacher, I shall remind my students about 
their identities as Indonesian so they can filter the western 
values that are not matched with both their Indonesian and 
Muslim identities.  
 
 
Ahmad‘s use of the word ‗a lot‘ when referring at the start of this excerpt to students 
who wanted to contribute to their class discussion is an indication of the presence of 
what Bakhtin (1981) calls ‗social heteroglossia‘ in his classroom meaning that his 
discussion of the novel with his students opened up a recognition of social 
heteroglossia in the wider world. It heightens the sense of the imaginative play of 
ideas with which Ahmad‘s students are engaging. His students‘ statements that 
beauty is not represented by ‗whiteness‘, ‗blondeness‘ or ‗slimness‘ reveal to us how 
he sees his class as playing a role in strengthening his students‘ sense of their 
identities as Indonesians - that the concept of beauty held by Western people does not 
match Indonesians‘ sense of identity and what they deem to be beautiful or worthy. 
Ahmad‘s decision to teach the Indonesian novel has opened up a space for his 
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students to speak back to western social hierarchies, and to challenge the view that 
everything ‗white‘ and ‗blonde‘ is better. If Hateley (2012, p. 71) remarks, a canon 
‗excludes much more than includes‘, we can see how Ahmad‘s attempts to use youth 
literature as a deliberate attempt to reverse what the Western canon excludes and to 
challenge Western superiority over the so-called East.  
  
Although Ahmad appears to be opening up a space for multiple voices in his 
classroom through his selection of texts, his wrapping up of the lesson at the end of 
the class when he reminds his students that they should stick to their Indonesian and 
Muslims identities, leaves me with the impression that, after all, it is Ahmad‘s voice 
that remains significant in his classroom. But another interpretation of Ahmad‘s 
action, however, relates to the very fact that he and his students are situated in both 
Minang and Indonesian culture. This is the strength of his relationship with his 
students, giving rise to moments when he feels entitled to express a collective 
identity on behalf of everyone present. They share a common situation, and, as the 
teacher in the class, Ahmad feels an obligation to weigh up the options available to 
them. 
 
Having returned from completing his Master‘s degree, Ahmad is keen on transferring 
what he had learned from his postgraduate education to his students. This prompts 
him to suggest to his senior colleagues that the literature curriculum should include 
Ekranisasi or a film adaptation as an alternative to the three common genres taught in 
his institution, namely Prose, Poetry and Drama. Film adaptation has in fact become 
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very popular in Indonesia these days.  In 2008, for example, Hirata‘s phenomenal 
novel, Laskar Pelangi (2005), or The Rainbow Troops, was adapted into a film. Since 
then, several other novels have also been adapted to film, such as Ayat-Ayat Cinta 
(2008) Habibie dan Ainun (2012),99 Cahaya di Langit Eropa (2013)and so on. But 
when Ahmad delivered his idea to his institution, he was told that film adaptation had 
no place in their English literature curriculum. Film adaptation is viewed as suiting 
the curriculum of the Jurusan Sendratasik only (Arts, Drama, Dance and Music 
Department): 
The knowledge that I got during my Master‘s education was 
that we were allowed to do research on the transformation of 
a novel into a film. And there is a theory about that. We call 
it Ekranisasi in Bahasa Indonesia. But when I proposed this 
new knowledge to our department, I was advised not to 
trespass on what has been viewed as the concern of the 
Sendratasik Department (Arts, Drama, Dance and Music 
Department). 
 
 
The rejection that Ahmad experienced shows that a ‗silo mentality‘ is still operating 
within his university where each department tends to operate in isolation, focusing 
strictly on their own narrow concerns. After experiencing this rejection, Ahmad has 
become more appreciative towards the freedom that he has as a dosen in the 
classroom as will become apparent in statements below when he specifically refers to 
‗the freedom of the classroom‘: 
 
I enjoy the freedom that I have as a dosen in the classroom. I 
personally think that it is important for us to teach our 
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students the western canon or the classics maybe. One of the 
challenges that I face when I teach the western canon or 
maybe the classics is to push my students to learn beyond 
their comfort zones. ―It is difficult to understand it, Sir!‖ my 
students told me. But I believe that in doing so, I will 
challenge my students to think critically. It is difficult, 
yes...But if not here, where else they will be faced with the 
complexities of language. Figurative language is highly used 
in the canon. So they must read it again and again to 
understand what a story is really about, maybe not just once, 
but twice or three times.  
 
What he means by the phrase ‗freedom‘ is the fact that as a dosen, he is free to decide 
what books he wants to read with his students and how he wants to teach them to his 
students. Ahmad‘s decision to teach both the western literary canon and popular 
literary works reflects his understanding of how he can enable his students to engage 
in more meaningful forms of language and learning. Ahmad claims that he personally 
has no opposition towards the teaching of the western canon. His remarks leave me 
with an impression that he is aware of the growing controversies surrounding the 
privilege that is still shown towards the western canon in many non-English speaking 
countries in the world. But instead of deleting the canon from his classrooms, Ahmad 
finds the teaching of the canon important for his students. He claims that it is the 
experience of reading and dealing with the figurative language in the Western canon 
that he finds valuable for developing his students‘ creative thinking. 
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Ahmad sees the teaching of the canon as an opportunity to allow his students to work 
more closely with language. He views the western canon as containing language that 
stands out from ordinary language. Teaching students majoring in literature, it is 
understandable that Ahmad finds his classroom as the best place to expose his 
students to this extraordinary language. To do this, his students must make an effort 
to read literature ‗beyond their comfort zone‘.  What I learn from Ahmad‘s intention 
to engage his students with the language of the Western canon is that he is keen on 
providing his students with learning that involves aesthetics, ethics and creativity.  
 
Reading the western canon entitled ‗The Story of an Hour‘ by Kate Chopin, Ahmad 
prompts his students to read the short story not just once, but maybe twice or even 
three times. Ahmad teaches his students about the importance of paying attention to 
‗words‘ when reading a piece of literary work.  His students‘ experience of reading 
Chopin taught them how the writer of the story selects every single word or phrase in 
the story in order to create meaning. Although Ahmad does not explain whether his 
students managed to understand this short story well or not, we can see that his 
attempt to engage his students with the stylistic aspects of the story is also related to 
his initial aim of teaching his students the elements of literature so they can write 
their Bachelor‘s thesis at the end of their study. 
 
The language of popular literary works is very easy to 
understand and to be guessed. The language is often very 
direct so we can understand the meaning easily. As the 
result, students do not really put enough attention to the 
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language. I still remember some lines in ‗The Story of an 
Hour‘ by Kate Chopin, like, hmmm…‘facing the open 
window, a comfortable, roomy armchair. Into this she sank‘. 
I asked my students, ―Do you understand the meaning of 
these two lines?‖ And the students answered ―She sits on the 
chair, Sir‖. ―She sits because she is sad that her husband 
died‖. I told them ―No!‖ The writer choose the word ‗sink‘ 
not ‗sit‘ to show that the character in the story is not just 
tired but exhausted or very very tired. But the phrases 
‗facing open window‘ and ‗comfortable roomy armchair‘ 
should leave us with an impression that there is a sense of 
happiness felt by the woman character.  
 
Comparing the word ‗sink‘ to ‗sit‘, for example, Ahmad wants to emphasize to his 
students that the language of the text has more nuances and metaphors than popular 
fiction. This is the kind of reading Ahmad believes important for enabling his 
students to write their thesis critically.  
 
To keep up with the development of literature teaching in Indonesia and the world, 
Ahmad has joined the Himpunan Sarjana Kesusasteraan Indonesia HISKI or 
Association of Indonesian Literary Scholars where he has an opportunity to attend 
and present paper(s) at HISKI‘s annual international conferences. Having joined this 
association, Ahmad has visited more places in the archipelago and met many 
Indonesian scholars and academics as well as some from overseas. This reminds me 
of his early contact with English when his commitment to learn the English language 
had also enabled him to go and see more places in his country and meet more 
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Indonesian young people with similar interests to his own. English, in short, has 
enabled Ahmad to belong to his own specific version of an ‗imagined community‘.  
 
Having accomplished his Master‘s degree, Ahmad prepared himself to continue to 
the next stage of his professional career by taking a PhD. Ahmad said that he was not 
interested in doing a PhD in Education. Instead, he was determined to do a PhD in 
English Literature again. While his decision could have been personal, there is also a 
sense that his decision intersects with the government nation-wide standard policy of 
teacher certification, which was launched in 2006:  
 
Let‘s take the job of a general practitioner. If people are 
concerned with their general health, they just consult a GP or 
general practitioner. But if people are having problems with 
their teeth for example, they will see a dentist. This is the same 
with a career as a teacher. If we keep moving from one area of 
study to another, it will be hard for us to focus and strengthen 
our previous knowledge. In addition, the government of 
Indonesia now also has a regulation that requires teachers to at 
least have two stages of education in line with each other. At 
least two of them are linear. That‘s the information that I got so 
far. I don‘t know whether it‘s true or not, but I think this is 
good. And this is also the requirement to be certified as a 
professor, right? But I am not concerned about this matter. For 
me, this is more about satisfaction. We can only progress in our 
career if we like our job. That is why when I was advised by 
other lecturers to do my PhD in Teaching or Education, I said I 
was not interested.  
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It is obvious that the Indonesian government‘s implementation of standards-based 
reforms focusing on individual performance and accountability, such as Sertifikasi 
Dosen (Teachers Certification) and Pendidikan Linear (Linear Education), have 
influenced Ahmad‘s choices. Wanting to comply with the standard launched by the 
government, Ahmad cannot but stick with his previous education in English 
Literature. There is a sense here that Ahmad has no space to interrogate the meaning 
of what he is required to do by the government. His statement“I don‘t know whether 
it‘s true or not‖ suggests a lack of knowledge about what is being imposed on him. 
What I find here is that the government implements their standards-based reforms 
with lack of sensitivity towards the needs and teaching experiences of individual 
teachers. The histories of teachers‘ professional work are not counted. There is no 
guarantee that all teachers in whatever institution they work will become better 
academics and will better serve their students if they focus all of their tertiary 
education on the same area of study. My own decision to do a PhD in Education for 
example is not considered a popular choice in my institution. My colleagues told me 
that I was only going to jeopardize my career. But I was also viewed as playing quite 
safe because I had studied English Literature for both my Bachelor‘s and Master‘s 
education. I personally felt that after some years of teaching experiences, I lacked 
knowledge that could help me improve my pedagogy. I certainly cannot just rely on 
the belief that a career in teaching has all to do with ‗talent‘- that it is simply a given 
talent. This is why I finally decided to do a PhD in education in order to empower 
myself, to improve my pedagogies so that I can better serve the young people I teach. 
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At this moment, as I construct Ahmad‘s account of his life and education, he has 
already left for Yogyakarta where he has been doing his PhD in English Literature 
for almost two years. There is nothing wrong of course with Ahmad‘s decision to 
focus all stages of his education on English Literature. Focusing all stages of his 
tertiary education on English Literature, Ahmad shows not only his interest in and 
passion for English Literature but more importantly his strong commitment to his job 
where his university will continue offering literary education in English and where he 
will be required to teach English literature. This is how Ahmad sees his expertise as 
giving satisfaction to both himself and the young people he teaches.  
 
By raising question about what it means to teach literature in English in a 
postcolonial society like Padang, we can see that regardless of their long encounter 
with the New Order rule in their country, my interviewees have attempted to seek 
alternatives to fulfil what they see as their obligations towards their students. What I 
have learned from my interviewees is the mindfulness of their habitual practices as 
well as a willingness to challenge and change them in order to facilitate their 
students‘ learning, in a way that is informed by a literary imagination. This is the 
kind of learning through which they believe their students can develop a sense of 
themselves. 
 
Giring, for example, sees his primary role as one of informing the young people in 
his classroom to the importance of the habit of reading particularly literature. Giring 
in this case views the habit of reading literature and honesty as a gateway to both 
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personal development and social reforms in order to lead Indonesia to become a 
developed country and a cultured nation. Ahmad attempts to cultivate sensitivity on 
the part of his students to the words on the page. For Ahmad, there is no other place 
better than the English literature classroom for teaching his students about the 
complexities of language in order to enable them to write about literature critically. 
This prompted Ahmad to keep using the western canon in his classroom while Deli 
sterilized her classroom from the western canon. Instead Deli introduced her students 
to postcolonial literature as a way to teach and remind his students that the 
privileging of the notion ‗English Literature‘ should be stopped and be replaced with 
the notion ‗Literatures in English‘. 
 
Yet, for all the differences in their pedagogies, it seems fair to say that all of my 
interviewees are united in the sense that their teaching practices were intended to 
enable their students to reflect on and enhance their sense of identity. As a result, all 
of my interviewees decided to teach literature at the interfaces between Bahasa 
Indonesia and English. This is the way they believe they can teach literature in 
English that is informed by a literary imagination and dialogues with their students. 
This doesn‘t mean that they all took a radical stance vis-à-vis the habitual practices 
and values of the Suharto regime– that they all devoured Said‘s Orientalism 
enthusiastically and defied the orientalist assumptions behind Suharto‘s policies. My 
interviewees have responded in diverse ways to their common situation and thus have 
constructed a more nuanced account of their cultural practices as English educators 
that transcend binaries that typically construct them as perpetuating the work of 
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Empire or radically challenging neo-cultural assumptions. Their pedagogies reveal 
how they were able to use their situations in order to construct identities that were 
personally meaningful to them. They, each in their own ways, harboured a vision of 
the possibilities opened up by the literary imagination that reflects other ways of 
‗belonging‘, other forms of identity (to borrow from Eagleton, 2003). 
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CHAPTER 9 
Conclusion: „Finding myself in someone else‟s land‟- the journey continues 
 
In practice, I suggest, research is always a 
fumblingact of discovery, where researchers only 
know what they are doing when they have done it; 
and only know what they are looking for after they 
have found it.  
Hamilton, D, (2005).Knowing Practice, Pedagogy, Culture 
and Society, Volume 13, Number 3, 285 Umeå University 
 
 
9.1. My autobiography of the question 
 
My attempt to reflect on my upbringing and teaching journey by writing my 
autobiographical narrative and then by placing it alongside the accounts of my 
research participants in my PhD thesis originated from my realization of the urgency 
to ‗speak back‘ to the way the English literary canon perpetuates a colonial legacy in 
both my university and other universities in Indonesia. As I have now come to the 
end of this part of my research journey, I return to my autobiography in the light of 
what I have learned from the way my interviewees have negotiated the contradictions 
and complexities of their lives. This is not to show that my research participants and I 
have found ways to resolve all the challenges that we face in our teaching. Rather 
than working towards a set of conclusions, I decided ‗to stage a conversation that 
remains open‘ (Van de ven & Doecke, 2011, p. 10). The open-ended character of my 
study means that ‗the work is complete, but the identity journey is on-going‘ (Phan, 
2008, p. 192). As I have mentioned earlier, none of our stories attempt to represent 
‗the last word‘ (Doecke et al. forthcoming).  
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My autobiography as I return to it here in this concluding chapter comprises a 
selection of episodes that reflect my continuing efforts to understand my work better. 
They show my commitment to interrogating my habitual practices in order to 
understand how I can give better support to my students as they engage with 
literatures in English, offering them a literary education that they find personally 
meaningful and which enables them to recognise and understand their sense of 
themselves in their relationship with others. 
 
9.1.1. Becoming engaged with postcolonial studies 
 
With a scholarship from my university, I left my hometown Padang to do my 
Master‘s degree at the University of Indonesia, where I majored in the English 
Literature program again. It was during my Master‘s that I first attended a course 
called Theories of Literature. For the first time I had contact with Said‘s Orientalism. 
My engagement with postcolonial studies made me aware of my position as a 
postcolonial subject within the educational context of postcolonial Indonesia. I 
started to question ‗my habitual practices‘- ‗raising questions about the adequacy of 
my support for my students‘ (Doecke, 2004, pp. 203-215) such as ‘Have I really 
taught my students English Literature in ways that allowed them to develop a sense 
of  themselves: who they are and who they will become‘?  
 
In the class Kajian Budaya or Cultural Studies I learned that the role that a literary 
canon plays in the way we engage with English literature needed to be challenged. 
This was underlined by my growing recognition that the history of a nation, as it is 
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embodied in the stories that we are told in school and other public domains, is also 
subject to change, depending on who is in power or who is ruling or whose 
perspective is used to narrate the history. This brought me to an understanding of 
how for thirty-two years Suharto managed to maintain the legitimacy of his ‗official 
nationalism‘ through privileging certain stories about his rise to power especially the 
story about the threat posed by the ‗evil‘ of communism. 
 
I began to have contact with contemporary literature such as British-jamaican writer 
Benjamin Zephaniah‘s poems ‗Talking Turkeys‘, ‗Royal Tea‘, ‗The British‘, and so 
on. I especially enjoyed reading his poems because they tackle serious political issues 
in an easy going manner; his writing is witty, light and easy to read. I personally find 
them fun to engage with. The poem ‗Royal Tea‘ for example, was written to voice his 
rejection of the British Empire when he refused an invitation to meet with the Queen 
in her palace in order to receive the New Year award known as Order of the British 
Empire (or OBE). Instead of showing his gratitude, Zephaniah used the poem as a 
tool to speak back to the Empire, defiantly affirming that a visit to his mother‘s 
simple ordinary home is worth much more than a visit to the Queen‘s palace. 
 
My engagement with postcolonial literatures also allowed me to develop a special 
interest in Australian literature, when I became immersed in the works of the 
Australian multicultural writers like Angelika Fremd's‘ novels Heartland and The 
Glass Inferno, Ania Walwicz‘s poems ‗Australia‘ and ‗Wogs‘ and a collection of 
short stories in Neighbour: Multicultural Writing of the 1980‟s, edited by R.F. Holt. 
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These texts were required reading in the classes I attended, opening a pathway for me 
to understand more about the history of the making of multicultural Australia. I also 
became interested in what Jacobs & Hosking (1995. p. 6) call ‗Australian literary 
responses to Asia in poetry, short-stories, novels and plays‘, through which I learned 
about Australia‘s growing interest in its Asian neighbours, reflecting how Australian 
writers observed Asia ‗in the contact zone as journalist, reporter, visiting technical 
expert, trader, diplomat, military tourist, traveller, etc.‘ (p. 7). I read Romeril's play 
The Floating World, Gerster's travel writing, Hotel Asia, and D‘Alpuget‘s Monkeys 
in The Dark. I also threw myself into reading Aboriginal literary works, such as 
B.Wongar‘s The Track to Bralgu and Dingoes, Sonia Borg and Sonia Marris‘ Woman 
of the Sun, and Pilkington Garimara‘s The Rabbit-Proof Fence – all of which opened 
up for me an awareness of colonization as it had been experienced by indigenous 
people in Australia.  
 
My engagement with these Australian literary works has provided me with valuable 
and rich insights into understanding the colonial experiences in my own country, too. 
Postcolonial Australia became a source of inspiration for me to engage with the 
colonial legacy that is still operating in Indonesia. Although Australia and Indonesia 
have significantly different colonial histories, the communities in both countries have 
each been affected by similar issues relating to their colonial pasts. Indonesia was 
originally colonized by the Dutch, and its struggle for independence involved 
unification through Bahasa Indonesia in tension with the hundreds of languages and 
dialects that make up the archipelago, while Australia was a settler colony and part of 
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the British Empire, and has since become a multicultural society characterized by 
tensions between minority community languages and the hegemony of English 
(Doecke et al., forthcoming). 
 
My particular interest in learning about Australian multicultural literature prompted 
me to think about my ‗location‘ as an Asian in relation to Australian history. This 
understanding finally brought me to the writing of my Master‘s thesis in 2004, 
entitled The Changing Representations of Asia in Anglo-Celtic Dominant Discourses 
since 1970‟s to 2000‟s. My thesis showed that a significant change had occurred in 
the way I positioned myself as a postcolonial subject. I was no longer passively 
accepting an Anglophone standpoint on my identity but beginning to challenge it. 
 
9.1.2. Getting immersed in Indonesian literatures in English translation 
 
Having reflected on my own experience of studying and then teaching English 
translations of French texts like Maupassant‘s The Necklace, I then thought about 
bringing some Indonesian literary works in English translation into my classrooms. 
My rationale was simple; if it was all right to bring the English translations of works 
originally written in other foreign language into class, why should not I be allowed to 
bring English translations of works originally written in my own language? This was 
quite distinct from the issues that are usually raised with respect to translations, such 
as their accuracy or otherwise in comparison with the original work. I finally taught 
some Indonesian short stories in English translation, including ‗Abus‘ by Bondan 
Winarno, ‗Clara‘ by A. Seno A. Gumira, ‗A Roast Chicken‘ by Gde Aryantha 
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Soethama, and so on.Interestingly, I did not get these texts in Indonesia but in 
Australia, where I once attended a non-degree course for one month in a university in 
New South Wales Australia as part of an international grant that my English 
Department won in 2008.  
 
My experience of studying literature in an Australian university involved many 
paradoxes that were crucial for the change in my standpoint that I have been 
attempting to explain. Being passionate that I would learn some new methods about 
teaching English literature right in an English speaking country like Australia, I was 
very hopeful that I would have more access to contemporary English literary works 
to bring home to teach to my students. I was however, disappointed when I found that 
the unit I was observing was focused on Shakespeare‘s works. More importantly, the 
way the teacher taught was mostly lecturing. Since there were only around ten 
students in the class, I was able to observe how each student responded to the class. I 
could hear groans, sighs and yawns and see boredom on their faces. I did not despise 
Shakespeare‘s works and other so-called classics, but my educational journey as an 
undergraduate student in English was already replete with material of this kind. I 
wanted something different.  
 
I requested for an opportunity to attend a unit other than Shakespeare. I was then 
offered a chance to attend a unit called Asian Cultural and Literary Expressions. 
Instead of enthusiastically seizing this opportunity, I was at first doubtful whether the 
class would offer me new insights. After travelling miles away from home, I felt that 
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it would be quite a waste of time to end up in a class that would be likely to focus on 
Indonesian Literature, as I had read in the syllabus that the class would read 
Indonesian literature in English translation. However, I cheered myself up, thinking 
about the possibility of bringing home some extra literary materials to teach to my 
students in Padang. My efforts to look for current literary materials in English online 
were often in vain. The literary online digital library such as the I-Lit orIndonesian 
Literature in Translations founded by Lontar Foundation only came into existence in 
2012 (Shadwell, 2012). 
 
However, I was wrong about what this class finally could offer me. It did not just 
simply provide me with extra teaching materials to bring home. Being exposed to 
stories that provided insights into the lives of the Indonesian people in the English 
language, the class became a vehicle for me to imagine my country in a different 
way. I found the words and phrases that were left in Bahasa Indonesia in the texts 
resonated in a very special way with me. Even a single word like bubur, which means 
porridge, could bring me to a halt in my reading, prompting me to imagine myself in 
a world of thought and emotion centred on a particular situation in my home country 
– engulfing me in a sense of home with its particular sounds, smells, tastes and 
customs. And this was more than a matter of nostalgia.  Through maintaining some 
of the Indonesian words and phrases, such as Putu, Ketut, Nyoman, Salak, Rambutan, 
bubur, tahlil, Assalamualaikum, sayur lodeh, sarung, kenduri, Idul Fitri and so on, 
the stories ‗A Roast Chicken‘ by Soethama and ‗Abus‘ by Winarno, challenged me to 
think more deeply than I had ever done before about realms of experiences that could 
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not be captured by the pretensions of ‗global‘ English. These words both heightened 
my sense of belonging to the cultural life represented in the stories and made me 
conscious of how that life nonetheless existed in relation to the Anglophone world by 
virtue of the very fact of occurring in English translations of these stories. Rather 
than nostalgia or homesickness, the translations had an estranging effect on me –not 
in a negative way, but in a way that heightened my awareness of my beliefs and 
culture in relation to other beliefs and cultures, other ways of imagining the world.  
 
I shall simply focus on my reading of ‗Abus‘and the way it helped me relate to my 
sense of my identity as both an Indonesian and a Muslim. The main character in this 
story is described as a religious Muslim who teaches the children in his kampung to 
read the Quran. His commitment to Islam is shown by the fact that he manages to go 
to Mecca to perform Hajj or pilgrimage seven times. But despite his adherence to his 
belief, Abus is described as living two lives: 
 
Abus lived two lives. The first was in the prayer-house where he 
led and taught the Koran…His other life was as a bubur vendor, 
selling black-rice pudding…Maybe Abus had happened to read 
a book on sales techniques. When he was selling bubur, he 
always had a smile for everyone. His bubur, which was actually 
very good, sold well; his smile always enticed customers to 
purchase a second helping. In the prayer house, however, the 
smile would disappear from his face. Every day, except during 
the fasting month of Ramadhan, Abus wore these two different 
faces…I already said that Abus has made the pilgrimage six 
times. That‘s right. Not that he was the richest man in the 
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village. But Abus was the most frugal man in the village and he 
saved all his money. His sarung was stitched and patched, and 
he never ate meat, except maybe on Idul Fitri and Kenduri 
when it was given to him.  
 
Although I read ‗Abus‘ in English my reading of it was profoundly affected by my 
encounter with the words and phrases in Bahasa Indonesia and Arabic such as the 
Koran, bubur, Ramadhan, Idul Fitri, kampung and Kenduri. These words helped me 
to relate to the sociocultural practices in my country, enhancing my sense of self and 
belonging to the community where these words are spoken. Having experienced the 
enjoyment of reading something that I was familiar with, I learned to reflect, to 
become aware of how I was constructing meaning on the basis of my own 
experiences and the languages that I chose in order to make meaning. I became 
convinced that this kind of text should be included in my syllabus in Padang. I 
wanted to bring these texts home. By allowing my students to experience a sense of 
home in their English literature classroom, I believed I could help them to not only 
accomplish their reading task more easily but more importantly to recognize their 
sense of themselves and how they might negotiate a pathway in the world that was 
being opened up to them through both the political changes in Indonesia and global 
developments, such as the spread of English. Having attended this class, I felt like I 
had just found myself in someone else‘s land. 
 
My decision to teach Indonesian literature in English reflects what Ashcroft et al., 
(1989) write about the role of translation in postcolonial settings:  
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One long standing aspect of the language issue, and one 
that is growing in importance as we move into the 
twenty first century, is the translation of literary texts 
from local languages to world languages, particularly 
English…By creating a readership, post-colonial 
writings in English have opened up a space in which a 
vastly greater number of translated texts maybe 
circulated (p. 204). 
 
To me, the argument by Ashcroft and his co-authors rings true to the nature of my 
own teaching context. Instead of shrinking my students‘ polyglot world, I had to open 
up more access for my students to see a bigger world - their own world which was 
already so complex and rich in diversity and those of others from various cultural 
backgrounds around the globe through English. This is the way I want to enable them 
to experience a sense of their cultures in a different way. I had relied long enough on 
the notion that sees non-native English literature as ‗a threat to the standard version 
of the English language‘ (Talib, 1992, p. 51). The Ashcroft quotation appears to refer 
to the value of translation into English as a way of facilitating communication 
between people in post-colonial settings – as a vehicle through which we might begin 
to understand the culturally specific experiences of people in societies that have been 
shaped by their colonial pasts. In the context of postcolonial Indonesia, the English 
translations of Indonesian texts provide a vehicle through which Indonesians might 
grapple with their own colonial history, developing a heightened sense of the 
relationship between their own cultures and beliefs and the culture and beliefs 
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associated with global English. Involved with this is a de-privileging of standard 
version of English, and of the status of the native speaker and recognition that people 
from other linguistic communities might appropriate English and develop versions 
that suit their own purposes. 
 
In line with Ashcroft and his co-authors above, we can also learn a lesson from how 
the Indonesian leaders of the Sukarno-Hatta generation were able to appropriate the 
knowledge that they obtained from their colonial education such as their mastery of 
English and other foreign languages as a means ‗to adopt a modern way of 
thinking…in the interests of the liberation of their people (Foulcher & Day, 2002, p. 
14). With their mastery of foreign languages, these Indonesian leaders were able to 
expand their horizon and became more aware of their colonized condition. Their 
mastery of English was undeniably a resource for enabling them to talk in the 
international forum so that they could get more support for their liberation 
movement.  
 
Ashcroft et al. (1989) affirm that ‗the translation of a large body of indigenous 
writing into English can be used as a cultural resource and then be fashioned as a 
vehicle of cultural communication, and perhaps a mode of cultural survival‘ (p. 205). 
For the Indonesian context, the translation of Indonesian literary works will create 
not only wider readership but also raise and promote the status of the Indonesian 
literature within the international world.  
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My experience of immersing myself in Indonesian literary works in English 
translation prompted me to look back to the time when my host father in New 
Zealand took me to the Indonesian Embassy in Wellington to attend a Lebaran or 
Idul Fitri celebration which marked the end of Ramadhan. I had lived in New 
Zealand for almost one year at that time. I did not expect that my first encounter with 
a sign written in Bahasa Indonesia ―Belok kanan‖ (Turn right) upon entering the 
embassy could lift and warm my heart so tremendously. I missed my language so 
much! I have mentioned in my autobiography in Chapter One that my only means to 
contact my family and friends in Indonesia and to maintain my Bahasa Indonesia 
when living in New Zealand in 1989 were the letters I wrote home and my three fat 
diaries. Walking further inside the embassy, I read more and more words in Bahasa 
Indonesia here and there and saw more and more traces of my cultures, until then I 
met with a crowd of people chatting in Bahasa Indonesia. ―Selamat datang!‖ one of 
them welcomed us. I was home, almost! 
When I look back over the autobiography that I have constructed through writing this 
thesis, I am conscious of the fact that it is very much a story about my encounters 
with words: the bule whom I used to observe when peaking over the back fence, the 
failure that I faced to proceed my plan to teach English to the local people of the 
Bayongbong village or the bubur that Abus makes. It would be wrong of me to deny 
that these words do not evoke in me a flood of emotions that express my belonging to 
the community in which I have grown up. Yet the context of these encounters – the 
fact that they occurred in the ‗contact zone‘ (Pratt, 2008) between English and 
Bahasa Indonesia means that they are also imbued with that sense of contact, of 
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relationality, with a recognition of difference and heterogeneity (in the positive 
sense) as opposed to sameness and homogeneity. The latter might be used for 
dubious purposes, as was the case with Suharto‘s New Order, when Bahasa Indonesia 
was used as a vehicle to deny differences. The same might be said about the 
globalising pretensions of English as a lingua franca. My own experience with words 
is meant to tell a different story. 
 
9.1.3. Engaging with an autobiographical novel Laskar Pelangi (The Rainbow 
 
Troops) 
 
In 2008, Andrea Hirata‘s highly successful novel Laskar Pelangi (The Rainbow 
Troops) was suddenly everywhere in Indonesia. The book, the song and the movie 
inspired readers across the Indonesian archipelago. Since its first release in 2005, the 
novel has gone on to sell more than five million copies - not to mention the pirated 
edition that sold up to fifteen million copies or three times more. Krismantari (2015) 
writes that the novel has now been translated into 34 languages and published in 120 
countries making its way ‗to captivate‘ a global audience. 
 
This phenomenon of massive readership is remarkable in Indonesia, where the 
educational system is not yet fully committed towards nurturing and enhancing a 
reading habit amongst its young generation. It confirms Anderson‘s claim that the 
vernacular press and literature play a significant role as agents for the emergence of 
‗an imagined community‘ (1992, p. 44) especially in an archipelago country like 
Indonesia, where the approximately thirteen thousand islands that comprise this 
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nation make it even more difficult for the inhabitants to meet face to face and 
therefore, to know each other.  
 
Before Hirata‘s novel was published, what the Indonesian people had learned about 
Belitong was probably no more than the fact that this place was so rich in tin ore that 
it played a key role in the New Order regime‘s development project. PN Timah TBK 
or the state-owned company, which used to run and control all the mining projects in 
Belitong, was probably another fact that Indonesian students learned about Belitong 
whose name featured in our textbook when we studied Geography. But that is all. 
The fame of Belitong as one of Indonesian‘s richest islands in the archipelago did not 
involve telling the stories of how the local people of Belitong live their daily lives in 
the shadow of this massive economic development. Below is my account of how I 
finally decided to teach Laskar Pelangi. It conveys a sense of my efforts to teach 
English Literature ‗against accepted forms‘ (to borrow from Miller, 1995, p. 26). It 
reflects how my work had long been governed by the hegemony of English. For the 
sake of fulfiling the standard of an English literature classroom, I had prevented my 
students from making meaning at the interfaces between English and Bahasa 
Indonesia and all languages and dialects that make up their daily lives. But with the 
publication of Laskar Pelangi, and the ‗imagined community‘ that it represents, that 
was about to change. 
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9.1.3.1. Trespassing over the border 
 
It took me almost two weeks to get this novel in my hands as it sold up very quickly. 
I quickly became hooked by the story because the novel‘s simple conversational 
prose allowed me to feel as if I were present in the imaginative world that it evokes. 
A lot of powerful words, exotic words in Bahasa Indonesia, as well as from the 
regional languages and dialects in Indonesia, such as Malay and Javanese, are 
scattered here and there in the novel, allowing me to see, touch, hear, taste and smell 
the imaginary world presented in it. And this is to leave aside the presence of the 
many phrases in Arabic, English, Chinese and even Latin. The narrative is, indeed, a 
perfect example of how Indonesian polyglot communities use languages in their daily 
interaction. I paused in my reading many times, reflecting on the richness of the 
language practices that make up and shape my daily life. Instead of hindering me 
from making sense of what I read, my encounter with how the messages in the novel 
are depicted through the close interaction between Bahasa Indonesia and the minor 
community languages and dialects and even English and Arabic, has enhanced my 
understanding of how my identity was shaped by the multilingual practices in my 
country. 
 
I wanted my students to read this novel. My experiences have shown me that I was 
able to bring ‗this sense of home‘ into my classroom by teaching my students 
Indonesian literatures in English translation. This time I wanted to bring „that home‘ 
into our classroom. But I had heard some of my senior colleagues argue that bringing 
Indonesian literature into our classroom meant trespassing over the borders. This was 
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tantamount to betraying our holy English literature curriculum. Besides, Indonesian 
literature has always been viewed as ‗the property‘ of the Indonesian Department, 
and was therefore, not appropriate to be taught to our English literature students.  
 
But looking at the huge number of people who were inspired by this novel, including 
myself, I could not but insert this novel into my syllabus, even though at that time 
only the Indonesian version was available to me. An English translation only 
appeared in December 2009. I had to enact what I believed was an appropriate 
pedagogy for my students. I did not want my students to miss reading this powerful 
representation of life in Indonesia. I wanted to explore how they would respond to a 
text that was written in their own language and how they would make meaning of it. I 
wanted them to experience the pleasure of reading literature by freeing them from the 
confines they found in my classroom, where the emphasis was obviously always on 
English language texts, involving the daily struggle with (foreign) words and their 
meaning. I wanted to give my students an opportunity to make meaning in the 
language that they all could speak and understand. I wanted to move my teaching 
from the routines of translating and explaining difficult words for my students, where 
the meaning of the text was often reduced to a literal translation, limiting any 
opportunity to explore the range of meanings that a literary text can generate. It had 
been my dream to have a class where my students would compete to grab the 
opportunities to speak and to express their opinions and feelings, thus enabling them 
to recognize and to define who they are or who they have become and who they 
might be.  
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9.1.3.2. Laskar Pelangi: a window to re-imagine Indonesia  
 
Laskar Pelangi is engaging and inspiring in many ways. It is an autobiographical 
novel that has a hybrid character, mixing fact and fiction in order to reconstruct the 
author‘s childhood and schooling along with that of his friends in a poor Islamic 
village school in Belitong that is marked by extreme poverty. The novel effectively 
presents a powerful re-imagining of Indonesia in a spirit that is very much akin to 
Benedict Anderson‘s notion of ‗imagined communities‘. Through Ikal‘s narration, 
Laskar Pelangi depicts life portraits that resonate with Indonesian readers, involving 
an acknowledgement of diverse languages and cultures, as well as continuing 
poverty, discrimination and inaccessibility to education and health care. Having read 
the novel, readers will learn that there is much more to know about Belitong than its 
rich tin ore resource. It is a story about people who live in and share the same 
territory within the archipelago called Indonesia, who share a common project in 
fighting the perpetuation of the colonial legacy imposed by their corrupt and 
authoritarian government. I think this is one of the reasons why Laskar Pelangi has 
achieved such a massive readership in Indonesia –everyone recognises how the novel 
challenges the orthodox account of Indonesian history and its development that was 
perpetrated by the Suharto regime. They recognise the struggle of the children in the 
novel to gain an education. In Indonesia, where education is not yet easily accessible 
for everyone, where the voiceless are likely to stay voiceless, this masterpiece is 
successful in warming people‘s hearts, exciting people‘s minds, and much more 
importantly in lifting up the spirit and confirming that there are still such things as 
hopes for a better life. 
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The lack of access to education has actually been reported continuously by the mass 
media. But such reportage does not touch people‘s hearts because the issue is often 
shown only through graphs and statistical data that do not leave enough space for the 
readers to reflect critically on what they are reading or to make connections with their 
own daily lives. Being an autobiographical novel, the story telling aspect of Laskar 
Pelangi enables its narrator, Ikal, to tell his own stories and convey emotions to his 
readers through simple dialogues. Through its story telling aspect, the novel enables 
its readers to hear and learn details about the educational problems that Indonesia is 
facing directly from the standpoint of children who are directly affected by them-the 
ten ‗rainbow warriors‘, their dedicated teachers, and the native locals of Belitong. 
This is all in contrast to the official stories of Belitong‘s success circulated by 
government. Thus Laskar Pelangi challenges the official version of the ‗imagined 
community‘ of Indonesia, offering its readers an opportunity to imagine their lives 
differently and more fully.  
 
The novel can be categorized as a postcolonial text because it addresses issues 
regarding decolonization. This involves confronting the power of the greedy and 
authoritative state-owned mining corporation PN Timah TBK and its officials. Laskar 
Pelangi provides a counter discourse because it reveals the efforts of those people 
who have been marginalized by Suharto‘s development projects to speak back to the 
centre. This is why instead of emphasizing the constraints and challenges that Ikal 
and his friends face in maintaining their right to an education, Hirata focuses his 
novel on the many hopes and dreams that these ten children hold and their efforts to 
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seek alternatives that will enable them to rise above their circumstances and make 
their humble and simple education meaningful.  
  
Without having access to the everyday conveniences that people often take for 
granted, Ikal and his friends, with the support from their two teachers, make the best 
of their deprived circumstances and take joy in their life together. Ikal‘s description 
of his school reflects not only the poverty from which he and his friends suffer but 
also the government‘s failure to recognize them as human beings. Yet the story is not 
a pessimistic one. The narrator‘s sense of humour gives rise to mockery of the 
government‘s insensitivity and ignorance. 
 
Tak susah melukiskan sekolah kami, karena sekolah kami 
adalah salah satu dari ratusan atau mungkin ribuan sekolah 
miskin di seantero negeri ini yang jika disenggol sedikit saja 
oleh kambing yang senewen ingin kawin, bisa rubuh 
berantakan. (LP. p. 16). 
 
{It isn‘t very hard to describe our school. It was one among 
hundreds-maybe even thousands—of poor schools in 
Indonesia that, if bumped by a frenzied goat preparing to 
mate, would collapse and fall to pieces (LP. p. 17, English 
edition)}. 
 
Lebih menarik membicarakan tentang orang-orang seperti 
apa yang rela menghabiskan hidupnya bertahan di sekolah 
macam ini. Orang-orang itu tentu saja kepala sekolah kami 
Pak K.A. Harfan...dan Ibu N.A. Muslimah (LP. p. 20). 
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{What is more interesting is the people who dedicated their 
lives to ensuring the survival of a school like this. Those 
people are …our school principal, Pak Harfan, and Ibu N.A. 
Muslimah (LP. p. 21, English edition)}.  
 
Although Ikal is tackling a serious political issue in criticizing the insensitivity and 
the failure of the government in providing proper education to the Belitong children, 
he delivers his protest in a humorous manner by evoking the image of ‗kambing yang 
senewen‘ or a ‗frenzied goat‘ that threatens to topple the school over, prompting in 
readers both a sense of humour and sympathy with the plight of the children at the 
heart of the story. Ikal also emphasizes the role of his two brave and dedicated 
teachers, rather than simply soliciting pity for his miserable school. This impression 
is generated and sustained throughout the novel that Ikal and his friends are confident 
enough in appropriating the minimum resources they have to make the best of their 
education. Ikal‘s sense of humour can also be taken as a mockery of the arrogance 
and ignorance of the local community shown by PN Timah. 
 
It is also interesting to note how Ikal‘s teachers, Buk Mus and Pak Harfan, make 
efforts to appropriate storytelling as an alternative method of teaching to replace what 
is missing in their school, such as the lack of text books, let alone a school library. 
Through their teachers‘ storytelling, Ikal and his friends are taught to value their 
lives, religion and especially their education in ways that are far richer and more 
meaningful than the instruction they might receive from official school text books. 
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To these children, Buk Mus and Pak Harfan are not just teachers but more 
importantly their guru: 
 
…orang yang tak hanya mentransfer sebuah 
pelajaran, tapi juga yang secara pribadi menjadi 
sahabat dan pembimbing spiritual bagi muridnya (LP. 
p. 23) 
 
{He was a guru…a person who not only transfers 
knowledge but who also is a friend and spiritual guide 
for his students (LP. p. 26, English edition)} 
 
Laskar Pelangi also explores the issue of the hybrid identity of Indonesian people. 
Naming her ten students Laskar Pelangi or The Rainbow Troops, Buk Mus shows us 
that although poverty binds her students as one community, they are a bundle of 
unique identities - from Lintang, the genius mathematician who rides his bicycle on 
an 80 kilometre-round trip to school every day by crossing crocodile-infested 
swamps, Ikal who aspires to become a writer, Harun, who is afflicted with Down‘s 
Syndrome and who has a constant smile on his face, Akiong, the Hokian-Chinese boy 
of a poor farmer family, to Mahar the talented artist. These differences actually unite 
these ten children because they show an extraordinary appreciation of what each 
pupil is bringing to this special community, making them interesting and strong.  
 
Aspects of hybrid identity are also evident through Ikal‘s relationship with A Ling. 
Coming from a Malay background, Ikal‘s strong attraction to A Ling, a girl with a 
Chinese background, becomes problematic because both value different cultures and 
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beliefs. But instead of focusing on what are seen as obstacles to their relationship, the 
novel is more concerned with exploring how these obstacles can be overcome 
through their fluid intercultural relationship.  
 
Although written in Bahasa Indonesia, Laskar Pelangi constantly shows how the 
characters in the novel use languages at the interfaces between Bahasa Indonesia and 
the regional languages and dialects in Indonesia, English, Arabic, Chinese and even 
Latin. This reflects not only the rich linguistic repertoire of the Belitong community, 
but more importantly is evidence of peaceful coexistence amongst the diverse ethnic 
communities that make up Belitong: Malays, Chinese, Native Sawangs, Arabic, and 
Javanese. This is a counter discourse that speaks back to the New Order‘s official 
nationalism which privileged Bahasa Indonesia at the expense of the regional 
languages and dialects spoken in the archipelago 
 
Being a postcolonial text, Laskar Pelangi also deconstructs common assumptions 
about the Chinese people in Indonesia through its representation of the Chinese 
inhabitants in Belitong. Unlike the negative representation often made by mainstream 
discourses in Indonesia about the Chinese, the Tionghoa people in Belitong are 
described as having positive traits: hard working, kind-hearted, humble and generous. 
They peacefully blend with the mainstream community. And they, too, like the native 
locals, are the victims of the government‘s marginalization in Belitong. 
 
   
 
  
323 
  
 
9.1.3.3. Reflecting on Laskar Pelangi 
 
My students‘ enjoyment and attachment to the novel was reflected in their efforts to 
read the novel willingly and with genuine interest. I did not once have to threaten 
them with due dates for completing their required reading. My students‘ enjoyment 
and attachment to the novel was reflected in the lively class discussions we had. It 
warmed my heart to see them racing to grab the opportunity to extend their 
understanding of the novel to the class and to articulate how they felt about it. We 
frequently burst into laughter and even cried together when encountering words and 
phrases that meant so much to us. We forgot the heat. We forgot that our sweat had 
wet our clothes. It is still vivid in my memory that when we read Laskar Pelangi, it 
was only one month after Padang was hit by a phenomenal 7,6 magnitude 
earthquake. More than a thousand people were killed and injured, houses and offices 
were damaged, schools were ruined and so were our classrooms. For almost one 
semester we had to study in tents and then we moved into emergency classrooms we 
called kelas darurat which looked more like barns, except that they had chairs, tables 
and white boards - a perfect example of the kinds of conditions that the ten warriors 
in Laskar Pelangi had to endure at their poor school. And just as the rainbow 
warriors snatched joy out of their lives, so we too valued the opportunity we had to 
talk and learn together as we read this novel. 
 
As the final project of the class, I asked my students to write their own 
autobiographical narrative about how they reached the decision to major in English 
by asking them a question, ―Why is studying English become so important for you?‖ 
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For those who were willing to share their stories with the class, they were welcome to 
speak in either Bahasa Indonesia or English. My intention was to have them reflect 
on their own learning journey based on the experiences of the characters in the novel, 
whose determination to study was impeded by so many obstacles. I knew that many 
of my students came from middle to lower class backgrounds, and that their parents 
had to struggle financially to give their children an education. Most of my students‘ 
parents were ordinary farmers in their village hometowns. In addition, I wanted them 
to engage in critical reflection on how they saw their English literature education 
might benefit them, now and in the future. 
 
Reading and listening to their stories, I learned about the many different reasons why 
my students chose to major in English Literature. Most of the class said that they 
wanted to be able to speak English well. What they really meant by this is an ability 
to speak English actively in conversation. This desire arises out of the fact that in 
their six years of high school, my students did not really learn English—they learnt 
about English. This also shows us how the time and energy that had been spent 
studying English during their earlier formal education brought them very little 
benefit.  
 
Another reason revealed by my students through their stories about their motivation 
to study English Literature was their ambition to work in a foreign company. This is 
actually paradoxical considering what they learned from the novel about the 
discrimination imposed by the mining company in Laskar Pelangi through its greedy 
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corporate mentality. But this is also completely understandable with regards to the 
globalisation of English that has penetrated Indonesia. Foreign companies are always 
associated with high salaries. Some other students wanted to work at a bank, others 
wanted to go travelling and study overseas one day. One or two students wanted to 
become journalists, and some were considering becoming teachers of English. 
 
I personally learnt from my students‘ stories that if the Indonesian government is to 
keep requiring their young people to study English, then the kind of English taught 
and how it is taught in high school must be revisited. And for me, personally, my 
students‘ stories made me think that it is high time for me to teach my students 
‗literature for life‘, instead of just literature for enabling them to do the test or to 
write their skripsi in order to pursue a degree in English Literature.  
 
9.2. Lessons learned from our stories 
  
I began my inquiry by constructing my autobiographical narrative with the purpose 
of ‗confronting the conditions of my own making‘ (Doecke, 2013) as an English 
Literature teacher in a university in Padang. While scrutinizing my own habitual 
practices, I also extended my inquiry by listening to and constructing my research 
participants‘ stories. By raising questions about what it means to teach English 
Literatures in a postcolonial polyglot society in Padang, my interviewees and I have 
been challenging to ‗speak back‘ to not only the hierarchies implied by global 
English and its colonial legacy, such as the privileging of English Literature (the 
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traditional English canon), but also the perpetuation of colonial legacy inherent in 
Suharto‘s ‗official nationalism‘. 
 
I have explained in my autobiographical narrative in Chapter One that my account of 
my English Literature education within a complex and culturally diverse society like 
Indonesia has raised interesting questions about the status of L1 education and, 
indeed, how one might meaningfully identify a language as L1 within the midst of 
such heteroglossia (Bakhtin, 1984). Bahasa Indonesia is obviously the language of 
school and public life, but I have shown in my autobiographical account that my 
mother tongue is Minang. For me, the way I use Bahasa Indonesia is almost like my 
experience of using English as a foreign language. On top of all this, I have been 
exposed to the presence of English within my education, which might be explained as 
a phenomenon of globalisation. I am arguing that the social world in which I operate, 
and the identity (or identities) that I have formed mean that I always think 
relationally. L1 or ‗mother-tongue‘ - the values that inhere within Minang are always 
experienced and understood in relation to the other languages that constitute my 
world.  
 
My English literary education and my early work as a novice English Literature 
teacher have shown me that while putting up a case for the value of literary studies, I 
in fact have disengaged from any privileging of a mother tongue, or, at least from a 
mother tongue conceived in essentialist terms. So how, then, should I conceive of the 
project of a ‗literary‘ education, given the way literature is crucially bound up with 
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the language in which it is written? Essentialist notion of language (as ‗mother 
tongue‘ or ‗L1‘) give rise to understanding of a literary heritage or canon that is 
bound up with essentialist notions of national identity. Just as language is 
experienced relationally in a polyglot community like Padang, in particular and in 
Indonesia in general, so are literary texts-and the worlds of imagination that they 
embody – they always exist at an interface between languages and cultures. They 
imply a reaching across, a contribution to a global conversation that has the potential 
to transcend national boundaries and ethnic divisions. 
 
I have confirmed early in this chapter that offering a set of conclusions is not the 
target that I want to achieve in my study. Rather, I want to offer a space wide enough 
for my readers particularly those who are also English teachers to continue the 
conversations that I have had with my teacher participants by taking them up in their 
own local settings in their own conversations with colleagues and other people 
interested in teaching literatures in English. This is one of the ways I believe how my 
study can conbtribute to knowledge and the development of English Literature 
teaching in postcolonial societies particularly a postcolonial society like Indonesia. 
 
 I chose storytelling as a way to conduct and to write my research because it matches 
the key impulse behind my inquiry that is to convey a sense of the complexities of 
our work as teachers of literatures in English in universities in Padang. In order to 
make inquiries into these complexities means to open up a social space for individual 
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teachers to reflect on their own work in ways thay prompt them to interrogate their 
own activities, beliefs, choices and, therefore, their subjectivities.  
 
Despite the end of Suharto‘s New Order, we all can see that the Indonesia‘s 
educational system has somehow become more acquiescent to standards based 
reforms. As a result, I find that university teachers, including teachers of literatures in 
English in my university, have been pushed ‗to stretch their capacity…to the limit as 
they endeavor to meet the performance benchmarks imposed on them‘ (cf. Doecke et 
al, 2011, p. 4). These performance benchmarks are too often shaped by market 
mentality which gradually pushes teachers to lend themselves to scientific calculation 
instead of to attend to the specific nature of their own classrooms and more 
importantly to ‗language‘ which is the core aspect that makes up not only their 
conversations with the young people they teach but their everyday world. Through 
the inquiry that I conducted with my research participants and the analysis that I have 
done to understand the complexities of our work, I hope that my study can lend it self 
to adding more alternative ways to the teaching of literatures in English that is what 
Gannon, Howie & Sawyer (2009, p. 1) call ‗charged with meaning‘ . 
 
My autobiographical narrative and the accounts of my interviewees show us how we 
all seek ways to make our language and literary education in both high school and 
university become personally meaningful. My analysis reveals about our desires to 
learn English is that to a significant extent we are ‗finding ourselves‘ in someone 
else‘ land, or even an in-between space that can‘t be contained by essentialist notions 
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of national identity. They reveal instead a conflict between the ‗official nationalism‘ 
dictated by Suharto‘s New Order and our burgeoning sense of the opportunities 
opened up by the literary imagination which emphasises the importance of feelings or 
emotions, of language as an embodiment of our values and desires about the 
situations that we experience in our lives.  
 
Yet I also have to acknowledge that some of the assumptions with which I began my 
study, especially relating to the ways the English literary canon perpetuate a colonial 
legacy, have actually been transcended in the course of my writing and research. 
Giring, Deli and Ahmad have developed approaches to the teaching of literatures in 
English that appear more or less congruent with my own, emphasizing what a literary 
imagination means to each of us. Our accounts reveal how we have attempted to 
provide our students with a literary education in English that does not simply defer to 
the western canon but that affirms the need for a hybrid approach to the teaching of 
literatures in English, embracing postcolonial literatures rather than English literature 
as it is traditionally understood. In doing the former, we all argue that English 
literature teachers in Padang should see themselves as working at the interface 
between Bahasa Indonesia and English, not to mention Minang and other languages 
and dialects, rather than imagining that we are obliged to aim for some kind of 
native-speaker –like proficiency and all that this entails. That is why we decided to 
teach the texts such as ‗Clara‘,‗Robohnya Surau Kami‘, ‗Inem‘, Aku dan Sepatu Hak 
Tinggiku: Me versus My High Heels, Laskar Pelangi and so on. The imaginative 
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worlds embodied in these literary works, play an important role in enabling our 
students to imagine their lives differently.  
 
I have argued in the previous chapter that our teaching may not have fully reflected 
Said‘s spirit of Orientalism, nor have we embraced a vision of an ‗imagined 
community‘ that takes us beyond Suharto‘s ‗official nationalism‘. We are obviously 
still living with the history of the Suharto era. It however, remains to be said that we 
have all in our diverse ways attempted to free our classrooms from privileging the 
work of the Empire in our classrooms. We are all trying to give support to our 
students that will enable them to construct a sense of themselves that is personally 
meaningful to them. 
 
I shall now conclude that in the case of Indonesia and the polyglot students who 
attend our classes, and the fact that we teach literatures in English in an English 
Language and Literature Department in universities in Padang, this cannot mean 
simply privileging a literature in Bahasa Indonesia either, but embracing literatures in 
other languages, too. Teaching literatures in English in this way means working at the 
interface between cultures, i.e. in Pratt‘s ‗contact zone‘ (2008). It transcends the 
hierarchies implied by global English and its colonial legacy. Ashcroft et al. (1989, p. 
205) argue, that this kind of teaching plays an enormously important role as ‗a 
vehicle of cultural communication and perhaps a mode of cultural survival‘ as 
distinct from essentialist versions of Suharto‘s nationalism (not to mention other 
examples of nationalism around the world). These are the ways we believe we can 
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help our students to better recognize themselves in a situation where Indonesians are 
always confronted by questions of ‗who they are, who they have been and who they 
will become‘. These are the attempts we make to help our students find themselves in 
our English Literature classrooms. 
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APPENDICES 
I‘d like to invite you to take part in my research project  
carried out as part of my PhD study in the 
 Faculty of Arts & Education, Deakin University, Australia 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
IF YOU:
 Studied English literature for either your  
                           Undergraduate or Post-graduate study or both 
 have once taught or have currently been teaching English literature 
 have time for interviews 
Please note that to protect your identity, you will be assigned 
with a pseudonym in all tape transcripts,  
written records and published materials. 
Time and place of interviews will be decided by you. 
Looking forward to meeting you all 
Thank you! 
Desvalini Anwar (Eva) 
Deakin University, 221 Burwood Highway, Victoria, 3125 
Email :danwar@deakin.edu.auPhone : +61-426295198 
 
 
Our Journeys of learning & teaching English Literature 
My research project is aimed at listening to and constructing 
the stories of my participants about their experiences of 
learning English language and literature and their experiences 
of teaching English Literatures in universities in Padang. It is 
expected that there will be six participants to take part in my 
project. Each participant will be interviewed three times 
through open-ended interviews.The participants are welcome to 
present ‗their stories‘in ways they find the most convenient. 
There will be no such things as ‗right or wrong‘ answers‘. You 
are also allowed to tell and share your stories in the language(s) 
you find the most comfortable. It is anticipated that my 
research participants will value the opportunity to talk about 
their work and to articulate their own views and values with 
respect to the teaching of English literature that they have been 
conducting. Participation in this project is voluntary.If you are 
interested in taking a part in my project, please do not hesitate 
to contact me through my email address at: 
danwar@deakin.edu.au or desvalinianwar@yahoo.co.id. 
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             PLAIN LANGUAGE STATEMENT AND CONSENT FORMS  
FOR RESEARCH PARTICIPANTS AND INSTITUTIONS 
 
Date: ___/____/____ 
 
Project Title: Literary Praxis in English: A Postcolonial Standpoint 
 
Reference Number:  No Ref: HEAG (AE) 12-39 
 
 
Student Researcher: Desvalini Anwar 
 
Principal Researcher: Prof. Brenton Doecke 
 
Associate Researchers: A/Prof. Alex Kostogriz 
    A/Prof. Ismet Fanany 
 
 
1. Your Participation 
 
You are invited to participate in this project called: 
Literary Praxis in English: A Postcolonial Standpoint 
This Plain Language Statement (PLS) contains detailed information about the 
research project. Its purpose is to explain to you as openly and clearly as possible all 
the procedures involved in this project so that you can make a fully informed 
decision whether you are going to participate or not. Participation in this research is 
voluntary. I will be available to answer any questions you have about the research 
project and you may ask for any further information you require. 
Please read this Plain Language Statement carefully. Feel free to ask questions about 
any information in the document.  
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Once you understand what the project is about and agree to take part in it, you will be 
asked to sign the Consent Form. By signing the Consent Form, you indicate that you 
understand the information and that you give your consent to participate in the 
research project. 
 
You will be given a copy of the Plain Language Statement and Consent Form to keep 
as a record.  
 
2. Purpose 
The purpose of this project is to listen to the stories of teachers of English Literature 
in universities in Padang West Sumatra Indonesia about their experiences of learning 
the English language and Literature as well as their experiences of teaching English 
Literatures.    
 
3. Methods and Demands 
This is a qualitative research that involves open-ended interviews. Six teachers of 
English literature in three universities in Padang, West Sumatra Indonesia will be 
interviewed. The main data will be obtained from the researcher‘s stories as a learner 
and teacher of English literature. Interview is chosen as the main tool for collecting 
data because it focuses on ‗discovery, insight, and understanding from the 
perspectives of those being studied. In other words, the interviews will allow teacher 
participants to present ‗their own stories‘. Three universities in West Sumatera 
namely will be the research sites for this project. 
 
4. Potential benefits for participants 
We cannot fully guarantee or promise that you will receive any benefits from this 
project. However, this project may contribute to your self-reflection and lead to more 
understanding and awareness of your own situation as teachers of English literature 
within a post-colonial context like Indonesia. It is anticipated that you will value the 
opportunity to talk about your work and to articulate your views and values with 
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respect to the teaching of English literature. Participation in this project can be 
beneficial to your work and your students‘ learning. 
 
 5. Potential risks for participants 
This is a low risk project and the risk of discomfort during the project is unlikely. 
However, there may be unforeseen or unknown risks. Should you feel any discomfort 
within the course of particular interview sessions, the interview will be terminated 
and no interview data will be used. If you still feel discomfort and experience any 
adverse reaction during this project, you are then allowed to withdraw from 
participation in this research project at any time. 
 
6. Expected benefits to the wider community 
This project will provide a new insight and a clear view of how English literature is 
actually being taught within the postcolonial context like Indonesia. At the same 
time, it will enhance people‘s awareness of life in Indonesia that is not shaped by 
colonial legacy especially in the context of education in Indonesia. 
 
7. Privacy and confidentiality 
The identity and privacy of participants will be kept confidential. Pseudonyms will be 
used for writing and publication purposes. 
The data will be stored in identified form. During research project, audio recordings 
will be stored on CD (s) and on laptop of the associate researcher that is password 
protected. Transcripts will also be stored on the password-protected computer. After 
the research project, all data will be transferred to Deakin server. 
The electronic data base will be kept on CDs by the principal supervisor in a locked 
filling cabinet together with hardcopies. Hard copy files will be destroyed and soft 
copies will be deleted after five years. 
 
8. Participants access to study result 
All research participants will be notified by sending the copy of thesis report to the 
English departments of the three institutions where they are working. They can also 
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contact the researcher personally through email. They may also access the research 
publication on line. 
 
9. Research Monitoring 
Weekly reviews will be conducted to monitor the progress of the research. Regular 
reports will be provided for the principal supervisor to monitor the project and to 
discuss any problems that may occur during the research. 
 
10. Funding 
This research is funded by Deakin University 
 
11. Payment to Participants 
There is no definite amount of payment to be made to participants. 
 
12. Withdrawing from the consent 
Participation in this project is voluntary. If you do not wish to take part, you are not 
obliged to. If you decide to take part and later change your mind, you are free to 
withdraw from the project at any stage. If you decide to withdraw from this project, 
please notify a member of the research team or complete and return the Revocation of 
Consent Formattached.Your decision to take part or not to take part, or to take part 
and then withdraw, will not affect your relationship with the researchers or with 
Deakin University. 
 
13. Researcher‟s Contact 
If you require further information, queries, or any problems concerning this project, 
you can contact the researcher: 
Desvalini Anwar 
Email :danwar@deakin.edu.au 
Phone 1: 627517053032 
Phone 2: +61-426295198 
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14. Complaints 
If you have any complaints about any aspects of the project, the way it is being 
conducted or any questions about your rights as a research participant, then you may 
contact:   
 
The Manager, Research Integrity, Deakin University, 221 Burwood Highway, 
Burwood Victoria 3125, Telephone: 9251 7129, Facsimile: 9244 6581; research-
ethics@deakin.edu.au 
Please quote project number: No Ref: HEAG (AE) 12-39 
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Date: ___/___/___ 
Project Title:  Literary Praxis in English: A Postcolonial Standpoint 
 
Reference Number: ______________ 
 
Student Researcher: Desvalini Anwar 
 
Principal Researcher: Prof. Brenton Doecke 
 
Associate Researcher(s): Associate Professor Alex Kostogriz 
       Associate Professor Ismet Fanany 
  
 
 I have read and I understand the attached Plain Language Statement. 
 I freely agree to participate in this project according to the conditions in the 
Plain Language Statement.  
 I have been given a copy of the Plain Language Statement and Consent Form 
to keep.  
 The researcher has agreed NOT to reveal my identity and personal details in 
any public forms 
I understand that: 
 agreeing to take part means that I am willing to participate in the interview 
sessions with the researcher; 
 I will be invited to talk about my life, including my autobiography and current 
work as a teacher of English literature; 
 research participation will include audio recording; 
 This project will be reported as a part of dissertation and may be presented at 
national and international conferences or published in both national and 
international academic journals.  
 
CONSENT FORM FOR RESEARCH PARTICIPANT 
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Participant’s Name : _____________________________ 
Institution  : _____________________________ 
Signature  : _____________________________ 
Date   : _____________________________ 
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Date: ___/___/___/ 
 
Project Title: Literary Praxis in English: A Postcolonial Standpoint 
 
Reference Number: No Ref: HEAG (AE) 12-39 
 
 
 
Student Researcher: Desvalini Anwar 
 
Principal Researcher: Prof. Brenton Doecke 
 
Associate Researcher(s):  Associate Professor Alex Kostogriz 
        Associate Professor Ismet Fanany 
 
 I have read and I understand the attached Plain Language Statement and I 
give my permission for my teaching staff members of: 
_____________________________________________________    
(Institution name) 
_____________________________________________________   
 (Centre Address) 
to participate in this project according to the conditions in the Plain language 
Statement. 
 I have been given a copy of Plain Language Statement and Consent Form to 
keep. 
 The researcher has agreed not to reveal the participants’ identities and 
personal details if information about this project is published or presented in 
any public form.   
 
 
1. Our institution MAY / MAY NOT be named in research publications or other 
publicity without prior agreement. 
CONSENT FORM FOR INSTITUTION 
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2. We DO / DO NOT require an opportunity to check the factual accuracy of the 
research findings related to the institution/organisation. 
3. We EXPECT / DO NOT EXPECT to receive a copy of the research findings or 
publications. 
 
Name (please print)    
………………………………………………………………………………….. 
Role/position at the institution  
………………………………………………………………………………….. 
Date      
…………………………………………………………………………………… 
Signature       
…………………………………………………………………………………. 
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Revocation of Consent Form 
Date: __/___/___/ 
 
Project Title: Literary Praxis in English: A Postcolonial Standpoint 
 
Reference Number: No Ref: HEAG (AE) 12-39 
 
 
 
Student Researcher: Desvalini Anwar 
 
Principal Researcher: Prof. Brenton Doecke 
 
Associate Researcher(s):  Associate Professor Alex Kostogriz 
        Associate Professor Ismet Fanany 
 
 
I hereby wish to WITHDRAW my consent to participate in the above research 
project and understand that such withdrawal WILL NOT jeopardize my relationship 
with Deakin University. 
 
 
Participant‘s Name  (please print) 
…………………………………………………………….. 
 
Signature           
……………………………………………………………….  
 
Date           
………………………………………………………………. 
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This form will be collected from the institution of the participant or may be returned 
to: 
 
 Desvalini Anwar 
Deakin University, 221 Burwood Highway 
Victoria, 3125, Australia 
Email :danwar@deakin.edu.au 
Phone: +61-426295198 
 
Or 
 
The Manager, Research Integrity  
Deakin University, 221 Burwood Highway 
Burwood Victoria 3125  
Telephone: 9251 7129 
Facsimile: 9244 6581 
Email:  research-ethics@deakin.edu.au 
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SURAT PERNYATAAN PENELITIAN 
 
 
Tanggal:  
 
JudulPenelitian: Literary Praxis in English: A Postcolonial Standpoint 
 
No Ref: HEAG (AE) 12-39 
 
PenelitiMahasiswa:Desvalini Anwar 
 
  Pembimbing Utama: Prof.Brenton Doecke 
 
Pembimbing Pedamping:  A/Prof. Alex Kostogriz 
                                             A/Prof.Ismet Fanany 
  
 
Lembaran Plain Language Statementdan Consent Form ini terdiri atas 7 (tujuh) 
halaman.Mohon diperiksa apakah Anda telah memiliki kesemua halaman dimaksud. 
 
 
1. Pernyataan Persetujuan 
Anda diminta untuk ikut berpartisipasi dalam proyek penelitian ini yang berjudul:  
Literary Praxis in English in Universities in Indonesia 
 
Lembaran Persetujuan atau Plain Language Statement (PLS) ini memberikan 
informasi yang rinci mengenai proyek penelitian seperti tersebut di atas. Tujuannya 
adalah untuk menjelaskan secara transparan dan jelas kepada Anda selaku 
partisipan riset, semua prosedur yang akan dijalankan dalam proyek ini. Dengan 
informasi yang rinci dan transparan, Anda dapat memutuskan apakah akan ikut 
berpartisipasi dalam penelitian ini atau tidak. 
 
Mohon dibaca Lembar Persetujuan atau Plain Language Statemen t ini dengan 
baik.Jika ada informasi yang kurang  jelas, Anda berhak untuk mengajukan 
pertanyaan. 
 
Jika Anda merasa telah memahami proyek riset ini dengan baik, dan setuju untuk 
ikut berpartisipasi, maka Anda diminta untuk menandatangani Lembaran 
Persetujuan (Consent Form).Penandatanganan Lembaran Persetujuan (Consent 
Form) menunjukkan bahwa Anda telah memahami informasi mengenai proyek 
penelitian ini dengan baik, dan setuju untuk ikut serta berpartisipasi di dalamnya. 
 
Anda akan diberi satu rangkap salinan Plain Language Statement dan Consent 
Form untuk disimpan sebagai bukti keikutsertaan Anda dalam riset ini. 
 
 
2. Tujuan 
Penelitian inibertujuan untuk memperoleh gambaran rinci mengenai bagaimana 
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pengajaran kesusasteraan Inggris telah dilaksanakan oleh para dosen sastra 
Inggris selama ini di universitas di Padang Sumbar; misalnya apa saja materi ajar 
sastra Inggris yang diajarkan, bagaimana dosen memandang peranannya sebagai 
pengajar sastra Inggris dan bagaimana dosen menempatkan dirinya dalam 
konteks pendidikan kesusasteraan Inggris di Indonesia.Apa maknanya mengajar 
Sastra Inggris? 
 
 
3. Metode 
Penelitian ini menerapkan pendekatan kualitatif yang melibatkan individu, 
wawancara dan studi kepustakaan. Pengumpulan data utama akan diperoleh lewat 
serangkaian wawancara dengan enam orang dosen sastra Inggris di tiga universitas 
di Padang. Data penelitian berupa otobiografi peneliti dan cerita para partisipan 
dosen sastra Inggris sehubungan dengan keberadaanya sebagai pembelajar dan 
pengajar kesusasteraan Inggris.Wawancara dipilih sebagai alat utama pengumpulan 
data karena dapat memberikan gambaran yang jelas dan rinci mengenai objek yang 
tengah diteliti langsung dari perspektif partisipan riset. Dengan kata lain, 
serangkaian wawancara yang akan dilakukan dengan para dosen sastra Inggris ini 
akan membuka kesempatan yang luas bagi para partisipan riset untuk menyajikan 
‗ceritanya sendiri‘ (their own stories) lewat perspektifnya masing-masing. 
 
- Keuntungan bagi partisipan riset 
Kami tidak dapat menjamin atau menjanjikan sepenuhnya bahwa Anda pasti akan 
memperoleh keuntungan lewat proyek penelitian ini. Namun kami yakin bahwa 
keterlibatan Anda dalam proyek penelitian ini dapat dijadikan sebagai ‗refleksi diri‘ 
untuk menggiring Anda menuju pemahaman dan kesadaran yang lebih mendalam 
mengenai situasi pribadi yang telah dan sedang Anda jalani selaku dosen sastra 
Inggris yang bekerja sehari-hari dalam lingkup atau konteks  pendidikan tinggi di 
Indonesia. Penelitian ini akan memfasilitasi Anda untuk memperoleh kesempatan 
yang luas untuk bercerita mengenai pekerjaan Anda dan menyampaikan 
pandangan-pandangan dan nilai-nilai yang Anda junjung selaku dosen sastra 
Inggris. Manfaat yang Anda peroleh sebagai hasil dari serangkaian proses 
wawancara diharapkan akan berguna tidak saja sebagai refleksi pengembangan diri 
Anda sebagai pribadi seorang pengajar tetapi juga untuk peningkatan pengajaran 
Anda bagi mahasiswa Anda. 
 
 
4. Resiko bagi partisipan riset 
Riset ini termasuk ke dalam kategori penelitian beresiko rendah. Secara umum, 
penelitian tidak akan membahayakan atau merugikan partisipan manapun. Potensi 
resiko yang mungkin bisa terjadi adalah munculnya perasaan kurang nyaman ketika 
Anda diberikan kesempatan untuk bercerita mengenai sisi pribadi kehidupan 
Anda.Namun resiko akan munculnya rasa tidak nyaman ini akan diantisipasi 
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sedemikian rupa. Adapun partisipasi Anda dalam penelitian ini murni sukarela. Jika 
Anda merasa tidak nyaman ketika merespon beberapa pertanyaan tertentu, Anda 
boleh meminta agar pertanyaan tersebut dibatalkan. 
 
5. Keuntunganbagikhalayakumum 
Penelitian ini akan memberikan gambaran yang detil mengenai pelaksanaan 
pengajaran kesusasteraan Inggris dalam lingkup/konteks pendidikan tinggi di 
Indonesia langsung dari individu /dosen.  
 
 
5. Privasi dan Kerahasiaan 
Identitas dan privasi partisipan penelitian akan dirahasiakan. Nama samaran akan 
digunakan dalam proses penulisan dan publikasi. Selama proyek penelitian 
berlangsung, hasil rekaman wawancara akan disimpan dalam laptop peneliti 
menggunakan proteksi password.Transkrip data juga akan disimpan di dalam 
laptop menggunakan proteksi password. Setelah proses pengumpulan data selesai, 
semua data akan dikirim ke Universitas Deakin. Data elektronik akan disimpan di 
dalam CD oleh pembimbing utama penelitian dan di kunci di dalam filing cabinet 
berikut semua hardcopies yang berhubungan dengan penelitian. 
 
 
6. Penyebarluasanhasilpenelitian 
Berdasarkan permintaan ,partisipan akan diberitahu tentang hasil penelitian serta 
publikasi yang terkait dengan  penelitian  ini melalui email. 
 
 
7. Pemantauan Riset 
Penelitian ini akandipantau setiap minggu untuk memastikan adanyakemajuan 
sertamengatasi masalahyangmungkintimbul selama pengumpulan 
data.Gunamelengkapiprosestersebut,konsultasi teratur dan pelaporankepada 
supervisor penelitian akandilakukan setiap dua minggu sekali. 
 
8. Sumber Pendanaan 
Sumber pendanaan utama dari penelitian ini berasal dari dana penelitian universitas 
DEAKIN.  
 
9. Partsipasi sukarela 
Partisipasi Anda dalam proyek penelitian ini bersifat sukarela. Komitmen Anda 
untuk berpatisipasi secara utuh dalam tiga rangkaian wawancara akansangat 
dihargai. Namun jika Anda telah memutuskan untuk ikutserta namun kemudian 
karena sesuatu hal, maka Anda berhak untuk mengajukan pengunduran diri dari 
proyek ini. Jika Anda memutuskan untuk membatalkan keikursertaan, maka Anda 
akan diminta untuk menghubungi peneliti dan menandatangani lembar 
―Pembatalan Persetujuan‖. 
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 11. Insentif untuk partisipan 
 Tidak ada dana khusus dari Universitas Deakin untuk partisipan. 
 
12. Kontak Rinci Peneliti 
Informasi lebih lanjut mengenai proyek penelitian ini dapat ditanyakan langsung 
kepada: 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Nama Desvalini Anwar 
 
Alamat Deakin University, 221 Burwood 
Highway, Victoria, 3125, Australia 
Email :danwar@deakin.edu.au 
Phone : +61-426295198 
 
Atau 
 
Jurusan Bahasa dan Sastra Inggris, 
FBSS, Universitas Negeri Padang,  
 
E-mail danwar@deakin.edu.au 
 
atau 
 
desvalinianwar@yahoo.co.id 
 
Nomor HP +61-426295198 (Australia) 
 
atau 
 
0751-7053032 (Indonesia) 
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Lembar persetujuan untuk partisipan 
 
Tanggal: ____________________________ 
 
JudulPenelitian: Literary Praxis in English: A Postcolonial Standpoint 
 
Nomor Referensi: HEAG (AE) 12-39 
 
 
PenelitiMahasiswa: Desvalini Anwar 
 
   Pembimbing Utama: Prof.Brenton Doecke 
 
   Pembimbing Pedamping: A/Prof. Alex Kostogriz 
                                              A/Prof. Ismet Fanany 
 
Denganinisaya menyatakanbahwa: 
 
 Saya setuju untuk diwawancarai sebanyak 3 kali dalam 3 kali sesi 
wawancara yang berbeda. 
 
 Peneliti setuju untuk menutup semua identitas pribadi saya dimana pun 
atau di dalam bentuk apapun hasil proyek penelitian ini akan 
dipublikasikan atau dipresentasikan nantinya.  
 Saya setuju untuk direkam dalam wawancara dan peneliti setuju untuk 
menjaga kerahasiaan hasil wawancara. 
 Setelah 3 tahapan wawancara selesai, jika diperlukan peneliti, saya setuju 
untuk memberikan klarifikasi atau keterangan tambahan (follow up 
interview) lewat jalur komunikasi e-mail ataupun telepon. 
 
Nama    : ___________________________________________ 
 
Tanda tangan  : ___________________________________________ 
 
Tanggal   : ___________________________________________ 
 
Alamat kontak peneliti : Desvalini Anwar :  
                                                            School of Education,Faculty of Arts and   Education 
Melbourne campus Burwood Victoria 3125 Australia 
Email: danwar@deakin.edu.au 
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Phone: +61 426295198 
 
 
 
 
 
LEMBARPERSETUJUANORGANISASI: CONSENT FORM 
 
 
 
Tanggal: _________________________ 
 
JudulPenelitian: Literary Praxis in English: A Postcolonial Standpoint 
 
Nomor Referensi: HEAG (AE) 12-39 
 
 
PenelitiMahasiswa: Desvalini Anwar 
 
Pembimbing Utama: Prof.Brenton Doecke 
 
Pembimbing Pedamping: A/Prof. Alex Kostogriz 
A/Prof. Ismet Fanany 
 
 
 Saya memberikan izin kepada staff saya untuk berpartisipasi dalam penelitian 
ini. 
 Saya sudah mendapatkan salinan Consent Form untuk saya simpan. 
 Peneliti sudah menyetujui untuk menjaga kerahasiaan data pribadi partisipan 
dalam riset ini.  
 
Saya setuju bahwa: 
 
1. Organisasi ini BERSEDIA/ TIDAK BERSEDIA untuk disebutkan namanya 
dalam hasil   penelitian dan publikasi terkait. 
2. Saya /Kami PERLU/TIDAK PERLU mengecek keakuratan informasi hasil 
penelitian ini. 
    3.  Saya /Kami  MENGAHARAPKAN/ TIDAK MENGHARAPKAN menerima 
salinan hasil penelitian/publikasi terkait. 
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*coret salah satu yang tidak perlu 
 
 
 
Nama   : _____________________________________ 
Tanda tangan  :  _____________________________________ 
Tanggal   :  _____________________________________ 
Alamat kontak Peneliti :   Desvalini Anwar 
                                             School of Education, Faculty of Arts and Education 
Deakin University,Burwood Victoria 3125  
Email: danwar@deakin.edu.au 
Phone: +61 426295198 
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PEMBATALAN LEMBAR PERSETUJUAN 
 
Tanggal: __________________________________ 
 
  Nomor Referensi: ____________________________ 
JudulPenelitian: Literary Praxis in English: A Postcolonial Standpoint 
 
PenelitiMahasiswa:  Desvalini Anwar 
 
Pembimbing Utama: Prof.Brenton Doecke 
 
Pembimbing Pedamping: A/Prof. Alex Kostogriz 
                                            A/Prof. Ismet Fanany 
    
____________________________________________________________________ 
Dengan ini saya menyatakan untuk membatalkan persetujuan saya untuk 
berpartisipasi dalam proyek penelitian ini dan mengerti bahwasanya pembatalan ini 
tidak akan merusak hubungan saya dengan Deakin University. 
Nama : _________________________________ 
Tandatangan : _________________________________ 
Tanggal : _________________________________ 
Alamat kontak Peneliti:  Desvalini Anwar 
 
Faculty of Arts and Education 
School of Education 
Melbourne campus 
Burwood Victoria 3125 Australia 
Email: danwar@deakin.edu.au 
Phone: +61 426295198 
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PRE-INTERVIEW FORM 
 
Full Name 
 
 
 
 
Places of Birth: 
 
 
 
Email address 
 
 
 
 
Contact Number: 
Business number/Mobile: 
 
 
 
Educational background 
S1 (Ungergraduate): 
 
S2 (Master) 
 
S3 (PhD) 
 
 
University 
 
 
 
How long you have been 
teaching English literature? 
 
 
Thesis titles 
 
 
 
S1 (Undergraduate) 
 
 
S2 (Masters) 
 
 
S3: (PhD) 
 
 
 
Signature: 
 
Date of interview: 
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SAMPLES OF PROMPTS FOR INTERVIEWS I, II & III 
 
1. Kapankah kira-kira pertama kali Bapak/Ibu mengenal Bahasa Inggris? 
Siapa yang memperkenalkan dan mendorong Bapak/Ibu untuk belajar 
Bahasa Inggris? Bagaimana caranya Bapak/Ibu belajar? 
 
[When was approximately the time you had your first contact with English? 
Who introduced you to English and who motivated you to study English? 
How did you learn English?] 
 
 
2. Bisakah Bapak ceritakan pengalaman Bapak/Ibu belajar Bahasa Inggris 
disekolah? Apakah Bapak/Ibu senang atau tidak senang belajar Bahasa 
Inggris di sekolah? Mengapa? 
 
[Could you please sharewith me your experiences of learning English at 
school? Did you enjoy learning English at school? Could you please 
explain why?] 
 
3. Kapan dan bagaimana pengalaman bapak/Ibu belajar Sastra pertama kali? 
Adakah cerita yang menarik atau yang perlu saya ketahui tentang 
pengalaman Bapak/Ibu belajar sastra di SMP dan SMA?Buku apa saja 
yang Bapak/Ibu ingat pernah ditugaskan di sekolah untuk dibaca dan 
dibahas di kelas? Apakah Bapak/Ibu suka belajar sastra di sekolah? 
 
[When did you first learn literature at school? Is there any interesting story 
you think I should know about your experieces of learning literature at 
school? What books have you read in high school? Did you like to learn 
literature in high school?] 
 
4. Mengapa Bapak/Ibu memutuskan kuliah Sastra Inggris? 
[Why did you decide to major in English Literature?] 
 
 
5. Adakah cerita yang menarik atau perlu saya ketahui dari pengalaman 
Bapak/Ibu kuliah sastra Inggris? Apakah Bapak/Ibus senang kuliah sastra 
Inggris? Apa sajakah karya-karya sastra yang Bapak/Ibu ingat pernah 
ditugaskan untuk dipelajari selama kuliah? Bagaimanakah cara dosen 
Bapak/Ibu mengajarkannya? Apakah Bapak/Ibu senang kuliah Sastra 
Inggris? Kalau ya mengapa, kalau tidak mengapa? Apa karya sastra 
favorit Bapak/Ibu? Adakah tantangan khusus yang Bapak/Ibu hadapi 
selama kuliah? 
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[Are there any interesting stories you want to share with me with regards to 
your experiences of majoring English in university? Did you like to learn 
English Literature? Why? What work have you read and learned during 
your undergraduate study] How did your lecturers teach them? What were 
your favorite books during that time? Were there any particular challenges 
you faced during your study? 
 
6. Apa yang mendorong Bapak/Ibu menjadi dosen sastra Inggris? Adakah 
yang mendorong bapak/Ibu untuk menjadi dosen? Seperti apa pengalaman 
Bapak/Ibu mengajar sastra Inggris?Bagaimana cara Bapak/Ibu 
mengajar?Apakah Bapak/Ibu melakukan pernah melakukan perubahan 
dalam cara Bapak/Ibu mengajar? Apa tantangannya mengajar sastra 
Inggris? Karya-karya sastra apa saja yang Bapak/Ibu suka ajarkan? 
Mengapa? Apa makna mengajar sastra Inggris untuk Bapak/Ibu Adakah 
cerita lain  yang patut saya ketahui? 
 
7. [Can you think of the influences that may have prompted you to take the    
decision to teach English Literature? What are your experiences as a 
teacher of English Literature like? How did you teach? Have you made any 
changes in the ways you teach? If yes, why? What are the main challenges 
you have faced so far in teaching English Literature? What or whose works 
do you like to teach to your students? What does teaching English 
Literature mean to you? Are there any moré stories you think I should know 
about your teaching?] 
 
8. Apa yang akan Bapak/Ibu lakukan untuk karir Bapak/Ibu ke depan? 
[What is your future plan for your career?] 
 
 
 
 
 
 
 
 
 
 
 
 
 
